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ABSTRACT 
 
 Diversity of student populations within higher education has considerably 
increased, particularly for women and minority populations, which is indicative of 
greater access to education toward a college degree. However, increased diversity of 
student populations has introduced a new set of challenges for higher education 
administrators in that it is becoming increasingly difficult for administrators to maintain 
current educational methods when considering the changing needs of matriculating 
students. As a result, higher education institutions are compelled to strategize beyond the 
“one-size-fits all” approach in the way teaching and support services are delivered in 
order to provide a more holistic approach to learning.  
 Researchers have sought to establish a universal definition of student success and 
they continue to work toward understanding the factors of that inhibit or promote success 
for college students. Numerous studies have indicated that student success factors are 
numerous and a number of individual and institutional factors work collectively in a 
student’s decision to leave or persist in college. Yet, there has not been much emphasis 
on the factors of success for African American undergraduate women in college.  
As such, this study explored the extent to which two specific factors—social integration 
and student involvement—predict the level of perceived success based on self-reported 
gains for African American undergraduate women. 
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 In this quantitative study, the researcher utilized a purposeful, national sample of 
secondary data from the College Student Experiences Questionnaire (CSEQ) Assessment 
Program to analyze levels of social integration and student involvement of African 
American undergraduate college women. Included in the sample were results from 736 
African American undergraduate women who were enrolled at the 26 participating large, 
public predominately white institutions in the United States and completed the survey 
the between 2005-2010 data collection periods. The majority of the sample (n = 566) 
was freshmen/ first-year students.  
 Several statistical analyses were conducted to examine relationships between 
variables (social integration, student involvement, and self-reported gains) including 
multiple regression tests, analysis of variances (ANOVAs), and Pearson Product 
Moment Correlations. Results of the analyses indicated that the relationships between 
social integration, student involvement, and each of the self-reported gains were 
statistically significant. Additionally, findings indicated that there is no statistically 
significant relationship between levels of social integration and classification in college, 
but there is a statistically significant relationship between levels of student involvement 
and classification in college.   
 There were several implications of the study. First, student affairs and higher 
education professionals must work to ensure that the out-of-classroom experiences work 
in concert with experiences inside-of-the-classroom to promote a holistic approach to 
learning. This includes understanding the inhibitors and promoters of success for African 
American undergraduate women. Additionally, professionals must also recognize that 
the combined factors of being both Black and female comprise a unique identity 
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component for African American undergraduate women as research has shown that 
identity development occurs in light of racism and sexism. Therefore, higher education 
professionals must be cognizant of perceived barriers and work to eliminate them to 
promote optimal success for this group of students. Furthermore, institutions should 
understand that self-reported gains, or what students perceive or report about their own 
learning experiences, could possibly provide more insight into the college experience 
rather than the sole consideration of grades to assess learning. 
 The conclusion of this research study is that results both support and contradict 
current literature related to social integration and student involvement. 
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CHAPTER ONE 
 
Introduction  
 
 
Institutions of higher education strive to develop learning opportunities for the 
successful matriculation of their students.  The revolutionary growth and change of the 
demographics of students in colleges and universities across the United States have 
intensified the difficult task of enhancing student success as institutions struggle to keep 
up with the changing needs of their student populations (Strayhorn, 2010).  
The objective of student success is embedded in the core operations of 
educational institutions. Postsecondary institutions, in particular, are charged with the 
responsibility of educating students to obtain advanced degrees that will not only 
contribute to the development of knowledge for the individual student, but for society as 
a whole. This complex phenomenon challenges institutions to look beyond the “one-size-
fits-all” teaching approach toward consideration of varying factors that may impact 
academic achievement. Student affairs divisions across institutions of higher education 
encourage a holistic approach to learning and student development that considers the 
integration of both the in-classroom and out-of-classroom experience to promote success. 
However, attainment of such a goal will require institutions to strategically design 
academic and social learning opportunities that not only take into account academic 
attributes of students, but also consider individual student characteristics (i.e. social, 
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cultural background, student engagement, etc.) as critical elements of the learning model 
(Kuh, 2009). 
Student success is the ultimate goal of educational institutions, but understanding 
its definition, components, and effect on various subgroups of students presents several 
challenges for consideration. Determining the factors that promote or inhibit success is 
one of the main challenges that institutions must address. Additionally, understanding 
how these factors may impact various subgroups such as minorities and underserved 
populations is important. More specifically, the success of African American female 
students has not been at the forefront of educational discussions and such an oversight 
may prove to be detrimental to this group of students. 
Student success has been defined in a number of ways in an effort to capture the 
essence of what is necessary to help students to progress through college. For example, 
success has been defined by factors such as academic achievement measures like grade 
point average (GPA) or test scores; success and achievement may also be viewed as 
personal development outcomes such as communication and critical thinking skills (Kuh, 
Kinzie, Buckley, Bridges, & Hayek, 2006). Research has shown that in addition to what 
students experience inside of the classroom, their out-of-classroom experiences are also a 
critical component of successful matriculation (Kuh et al., 2006; Wolf-Wendel, Ward, & 
Kinzie, 2009). Experiences inside and outside-of-the-classroom work in concert to 
provide a holistic learning experience for students. For example, a body of literature has 
focused on the impact of student involvement (academic and social) and social 
integration in that they each are essential components of an enriching student experience 
(Foubert & Grainger, 2006; Guiffrida, 2003; Kuh et al., 2006; Wolf-Wendel et al., 2009). 
  3 
 
Tinto (1993) posited that students who are not integrated into the campus community are 
at a higher risk of attrition than those who are well integrated because individuals must be 
incorporated into the social system to establish community membership (Wolf-Wendel et 
al., 2009). 
In the foundational work of Allen (1985), he argued that African American 
students at predominantly white institutions (PWIs) are poorly integrated into the campus 
community. His study measured the successful adjustment for Black students by levels of 
involvement in campus life, academic achievement levels, and future occupational goals. 
He found that involvement was highest for students who claimed better faculty relations, 
involvement in student organizations, and had positive views of support services on 
campus. Interestingly, more recent studies have indicated similar findings and have 
shown that there is an achievement gap between African American students and other 
ethnicities that is possibly related to their lack of involvement and integration on campus 
(Lamont, 2004; Sutton & Kimbrough, 2001). Von Robertson, Mitra, and Van Delinder 
(2005) postulated that the lack of integration of African American students could stem 
from hostile campus climates and environments that are unwelcoming to Black students. 
These types of environments may produce feelings of isolation and no sense of belonging 
for African American students at predominantly White institutions (PWIs).  
African American females, in particular, have been said to experience a dual 
burden of both race and gender in dominant environments such as PWIs (Von Robertson 
et al., 2005; Sims, 2008), suggesting that their experience may be significantly different 
from Caucasian students as well as African American males. Much of the research on 
student involvement, social integration, and other college issues focuses on the overall 
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college student experience in general, minority students, or African American students 
(Flowers, 2004a; Flowers, 2004b; Flowers & Pascarella, 2003; Greer & Chwalisz, 2007; 
Guiffrida, 2003; Sutton & Kimbrough, 2001; Wolf-Wendel et al., 2009). However, a 
review of the literature has revealed that there is limited research on the social integration 
and student involvement of African American female students.  Institutions of higher 
education have a responsibility to create learning environments that are conducive to the 
success of all students. This study will explore the roles of social integration and student 
involvement in the student success of African American undergraduate women enrolled 
at PWIs.  
Diversity and access within higher education have increased tremendously for 
students of color, particularly African American students. In their review of the diversity 
literature in higher education, Pope, Mueller, and Reynolds (2009) pointed out that 
greater access to higher education for women and students of color began during 
historical movements and legislation such as the Morrill Federal Land Grant Acts of 1862 
and 1890, the 1944 GI Bill, The Civil Rights Movement, Brown v. the Board of 
Education, and the Women’s Movement. These initiatives were instrumental in the influx 
of African American students who enrolled in institutions of higher education to take 
advantage of the educational opportunities being offered to them.  
Strayhorn (2010) mentioned that not only are more women enrolled in college 
than men, but women are viewed as the majority (considering gender) at many higher 
education institutions. The researcher asserted that “student diversity is a hallmark of 
American higher education” which has been avidly supported through a variety of 
avenues such as funding, legislation, policies, and practice (p.344).  
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Moreover, Pope et al. (2009) cited several benefits of diversity including a 
positive impact on students’ social and academic experiences and greater satisfaction 
with campus experiences and the environment. Other benefits include an increase in the 
following: “exposure to diverse ideas and information; interaction among diverse people; 
and intellectual development and cognitive complexity including critical thinking and 
problem-solving skills” (p.647). Considering the educational advancements that have 
taken place in higher education thus far, African American students have been able to 
participate in much greater opportunities than ever before.   
With time, higher numbers of Black student enrollment has significantly 
decreased at historically Black colleges and universities (HBCUs) and increased at PWIs 
as a result of greater access to better facilities and institutional offerings (Guiffrida & 
Douthit, 2010). Despite the diversity in numbers, Pope et al. (2009) asserted that 
institutions have struggled with “how to best respond to diversity issues and how to foster 
belonging and equity on campus” (p. 642). As such, although access to and diversity 
within higher education have greatly increased, there is still work to be done. Higher 
education administrators must work to ensure that minority students continue to advance 
not only in numbers, but to have campus experiences that will positively impact their 
probability of persisting and graduating from college. 
Reports such as Carey’s (2008) Graduation Rate Watch: Making Minority Student 
Success a Priority demonstrate that diligent efforts, such as early intervention initiatives 
to offer support and advice to students starting from sixth grade through early college 
years, with a keen focus on the implementation of effective retention strategies can 
increase the persistence rates of minority students. Carey discussed a specific instance 
  6 
 
regarding a PWI in the state of Florida that achieved its highest ever graduation rates of 
Black students at that time. From the years 2000 to 2006, this Florida institution achieved 
a seventy-two percent graduation rate for Black students, which was higher than the rate 
of their Caucasian counterparts at the same institution. Attributing much of this increase 
to targeted efforts to reduce minority student attrition, Carey believed that such an 
initiative should become a duplicated endeavor at more PWIs that could achieve the same 
successful results. Furthermore, Lynch and Engle (2010) asserted, “the wide gaps in 
graduation rates of white and Black students are not inevitable” (p.1). Their examination 
of results from over 456 public and private institutions utilizing the College Results 
Online database shows that there are a number of higher education institutions with low 
to almost non-existent gaps in graduation numbers that prove this point.  
During the eras of the 1970’s through 1990’s, numerous studies were conducted 
as researchers sought to understand and explicate the African American student 
experience in college (Allen, 1985; Allen, 1992; Babbit, Burbach, & Thompson, 1975; 
Beasley & Sease, 1974; Fleming, 1984; Sedlacek, 1999; Schwitzer, Griffin, Ancis, & 
Thomas, 1999; Taylor & Olswang, 1997). Research on African American women has 
generally focused on perceived struggles related to racial and gender identity, but has not 
closely examined the influence of both social integration and student involvement on 
their academic achievement (Glenn, 2008; Hamilton, 1996; Jackson, 1998; Johnson, 
2008). Consequently, there has not been major discussion in the literature about the total 
collegiate experience of African American female undergraduates at PWIs. In an attempt 
to tackle the task of determining various factors of achievement in college, researchers 
have offered numerous suggestions. For example, Tinto’s (1993) study on social 
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integration and Astin’s (1984) study on student involvement show that these factors are 
essential to optimal student success. Thus, it is imperative to understand the extent of the 
roles of social integration and student involvement in the experiences of African 
American female undergraduates, which has yet to be fully realized.  
Problem Statement 
More African American students, especially women, have enrolled in and attained 
degrees from institutions of higher education than ever before. This observable fact is 
indicative of greater access and opportunities for personal advancement. (Aud et al., 
2011; NCES 2010). However, there is much to be learned about the experience of 
African American undergraduate women, as the literature on this group is limited. Given 
that individual and institutional characteristics are suggested to work collectively in 
promoting optimal success (Tinto, 1993; Kuh et al., 2006), honing in on specific factors 
such as social integration and student involvement within the campus community may 
give more insight into how African American women experience campus life.  
Purpose 
The purpose of this study is to understand the factors of student success for 
African American undergraduate women at PWIs with a focus on the influence of social 
integration and student involvement. There is an abundance of factors in the research that 
may contribute to student success in college (Kuh et al., 2006; Kuh, Kinzie, Schuh, 
Whitt, and Associates, 2005; Peltier, Laden, & Matranga, 1999; Reason, 2009; Tinto & 
Pusser, 2006). In addition, studies have shown that many African American students may 
encounter a different type of student experience by attending a PWI rather than a 
historically Black college or university (HBCU) or other minority-serving institution 
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(Guiffrida and Douthit, 2010; Kennedy, 2010; Seifert, Drummond, & Pascarella, 2006). 
As such, this study will examine the extent to which social integration and student 
involvement contribute to the optimal success of African American undergraduate 
women at PWIs.  
Significance of the Study 
Becoming involved and socially integrated into the campus community is a 
challenging feat for many students and is often a significant barrier for African American 
students, which could adversely affect their success in college. Most students experience 
the challenge of transitioning in an unfamiliar college environment, but African 
American students often feel a heightened sense of difficulty as members of a minority 
group in a dominant environment (Sims, 2008). In addition, African American women 
are members of at least two traditionally subjugated groups—Black and female. Recent 
research has shown that the perception of suppression of Black women may still exist 
(Bowen, 2009).  Though these perceived barriers may exist, there are a number of 
African American undergraduate women who persist and are successful in college.  
Some researchers have suggested that among the factors of success are sufficient 
social integration and student involvement into the college environment. Yet, there is a 
dearth of research on the success of African American undergraduate women at PWIs 
and how levels of social integration and student involvement may influence their 
achievement (Foubert & Grainger, 2006; Wolf-Wendel et al., 2009). These components 
of student success underscore the significance of campus culture, which may help student 
affairs professionals to develop a strategic plan to address the academic disparity of 
African American college women who linger behind their Caucasian female counterparts. 
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This study seeks to examine the levels of influence of social integration and student 
involvement of African American female undergraduate students that has yet to be fully 
addressed in the literature.  
Operational Definition of Terms 
Attrition- When a student is no longer matriculating and leaves an institution of higher 
education. 
Black/ African American- This study will use these terms interchangeably to describe 
race/ ethnicity of those who self-identity with this group. Within this study, those who 
self-identify have indicated Black or African American on the College Student 
Experiences Questionnaire (CSEQ).  
Campus Climate- This is the perceived institutional environment that sets the tone for 
how individuals interact. 
Classification in College- Classification indicates whether a student is a freshman/ first-
year, sophomore, junior, senior, graduate student, or unclassified. Only the participants 
who have indicated freshman/ first-year, sophomore, junior, or senior will be included in 
this study as the researcher is interested in the undergraduate student experience.   
CSEQ- College Student Experiences Questionnaire: An instrument used to gauge how 
students spend their time in college and to measure student learning, development, and 
perceived quality of experiences. 
Persistence- Within this study, persistence is the student’s effort to remain enrolled in 
college.  
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Predominantly White Institution (PWI) - Institutions that have traditionally served 
majority White students; are not traditionally Black such as a classified historically Black 
college or university (HBCU); and is not considered a minority-serving institution (MSI). 
Retention- Within the context of this study, retention is the institution’s efforts to retain 
students to help them to remain enrolled in college.  
Social Integration- For the purpose of this study, social integration is defined as the act 
of a student to unify or be incorporated into a larger campus group or community of 
students (Tinto, 1993) as measured by the Student Acquaintances scale score of the 
CSEQ. 
Student Departure Theory- Students who have greater academic and social integration 
into the campus community are more likely to persist; the inverse of this statement works 
the same way (Tinto, 1993). 
Student Involvement- For the purpose of this study, involvement is optional participatory 
activities outside of the classroom offered to students to engage them in meaningful 
campus activities (Astin, 1984) as measured by the Clubs and Organizations scale score 
of the CSEQ. 
Self-Reported Gains- Within the context of this study, self-reported gains refers to the 
five Gains Factors indicated by the psychometric properties of the CSEQ outlined in the 
College Student Experiences Questionnaire: Norms for the 4th Edition as gains in 
personal development, general education, intellectual skills, science and technology, and 
vocational preparation. The psychometric properties have been outlined as the following:  
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• Personal Development- This term refers to the extent to which a student is able to 
get along with others, adapt to change, function as a team member, develop their 
own values and ethical standards, and understand him or herself. 
• General Education- This refers to gains such as acquaintance with literature and 
different fields of knowledge, understanding history, art, music, drama, other 
people, and other parts of the world.  
• Intellectual Skills- This term has been outlined as gains in written and oral 
communication, and competencies in developing good health habits, logical and 
analytical thinking, independent learning, and use of technology. 
• Science and Technology- This is outlined as the level of understanding in the 
nature of science and experimentation, new developments in science and 
technology, consequences of new applications of science and technology, and 
analyzing quantitative problems. 
• Vocational Preparation- This term refers to the acquisition of knowledge and 
skills applicable to a specific job or type of work, a specialization in a 
professional, scientific, or scholarly field, or information relevant to a career. 
Support- This term is defined as “the extent to which a person’s basic social needs for 
assistance are gratified through interaction with others” (Von Robertson et al., 2005, 
p.36).  
White/ Caucasian- This study will use these terms interchangeably to describe race/ 
ethnicity of those who self-identity with this group. Within this study, those who self-
identify have indicated Caucasian (other than Hispanic) on the CSEQ. 
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Delimitations 
 The sample is secondary data from a national data source provided by the College 
Student Experiences Questionnaire (CSEQ) Assessment Program at the Indiana 
University Center for Postsecondary Research and Planning. The surveys of African 
American undergraduate female students who participated in the completion of the CSEQ 
during the academic years of 2005-2010 and were enrolled in 26 large, public PWIs in 
the United States with at least 10,000 students were included in the sample. The data 
requested was across years in order to gain a sufficiently large data set. The enrollment 
specification excluded smaller schools that have been shown to have stronger student 
engagement and closer-knit campus environments that could be related to institutional 
size (Kuh et al., 2006). Surveys included were from students who volunteered to 
complete the CSEQ during the specified academic years. Therefore, generalizability is 
limited to African American undergraduate women at large, public, PWIs in the United 
States. However, providing information for this demographic of students from a variety 
of institutions across the United States has provided a broadened perspective of 
experiences across the country. 
Limitations 
Limitations of the study include: 
1. The data included is based on self-reported measures from students who 
participated in the survey during the data collection periods.  
2. The data included only for the African American female undergraduate students 
enrolled at the 26 participating large, public PWIs that collected CSEQ data 
during the specified academic years. 
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3. The data included was only for the African American female undergraduate 
students who completed the CSEQ surveys at the participating large, public PWIs 
during the specified years.  
4. Graduate students were not included in the sample because the researcher would 
like to focus on the undergraduate student experience.  
5. Excluded from the data were institutions of smaller size with enrollment of less 
than 10,000 students.  
6. There may be duplicate surveys from students who may have taken the survey 
more than once at their respective institutions during the data collection periods 
requested. 
7. Institutions included in the study were not categorized by institution type. 
Therefore, this study does not account for institutional differences relative to the 
diversity of their student bodies. 
8. Different institutional types may afford different types of student experiences 
such as the types of activities, student organizations, academic opportunities, 
institutional culture, etc. For example, student experiences at a small, private 
institution may vary greatly from experiences at a large, public institution. As a 
result, the researcher cannot control for specific variances within institutions that 
may impact the study. 
9. The study does not control for major fields of study (for those within the sample), 
which may also impact an individual student’s experience.  
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10. The method of survey administration including when and how surveys were 
administered to students varies by institution. However, the CSEQ Assessment 
Program requires that surveys be administered during the 2nd semester. 
Theoretical Framework  
The theoretical framework for this study is student success. The researcher will 
outline information about its various components and how they will be applied 
throughout the study.  
There have been a variety of components used to define student success including 
academic achievement, progression to subsequent years in college, and most commonly, 
graduation (Kuh et al., 2006).  In their initiative to examine factors that contribute to 
student success in college, Kuh et al. (2006) posited that student success includes 
“academic achievement, engagement in educationally purposeful activities, satisfaction, 
acquisition of desired knowledge, skills and competencies, persistence, attainment of 
education objectives, and postcollege performance” (p.7). However, the researchers also 
noted that no single factor could be the sole attribute to explain how an individual 
student’s collegiate experience is affected. Within the context of this study, self-reported 
gains outline the perceived success of students relative to the five Gains Factors indicated 
by the psychometric properties of the CSEQ outlined in the College Student Experiences 
Questionnaire: Norms for the 4th Edition as gains in personal development, general 
education, intellectual skills, science and technology, and vocational preparation. 
The success of African American women in higher education has generally been 
researched throughout the literature relative to their racial and gender identity. Various 
terms, such as “double jeopardy”, have been used to describe the significant challenges of 
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African American women to indicate that their lived experience is different from 
Caucasian men and women and African American men (Von Robertson et al., 2005). In 
addition to issues of racial and gender identity, it is important to consider the ways in 
which the psychosocial development of African American women is affected as a result 
of their unique experience. 
Therefore, this study seeks to provide a broader understanding of the experience of 
African American undergraduate women with regard to their social integration and 
student involvement at PWIs. 
Research Questions 
1. What is the relationship between perceived self-reported gains and both social 
integration and student involvement of African American undergraduate women?  
2. What is the relationship between social integration and classification in college of 
African American undergraduate women? 
3. What is the relationship between student involvement and classification in college of 
African American undergraduate women? 
4. What is the relationship between social integration and student involvement for 
African American undergraduate women? 
Overview of Methodology 
 Secondary data was obtained from the national data source, CSEQ Assessment 
Program, managed by the Center for Postsecondary Research and Planning at Indiana 
University Bloomington. Data specifications provided to the national data source for the 
sample were to include surveys from: 
• Undergraduate African American female students 
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• Large, public PWIs (traditional institutions with majority White students; non-
HBCUs or MSIs) 
• Institution size of 10,000 students or more 
• Data collected during the academic years of 2005-2010 
The CSEQ is an eight-page survey with an estimated time of 30 minutes to complete. The 
questionnaire is designed to measure the quality and quantity of student involvement in 
college activities through the self-reported data from participants. Ultimately, the 
instrument seeks to understand how students spend their time in college and the students’ 
perceived outcomes of these experiences. The CSEQ was analyzed to determine the 
influence of social integration and student involvement on the student experience of 
African American undergraduate women. Inferential statistics, such as Multiple 
Regression Analysis, Analysis of Variance (ANOVA), and Pearson Product Moment 
Correlation, was performed. Descriptive statistics from the CSEQ were analyzed utilizing 
the SAS statistical software program. 
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CHAPTER TWO 
Review of Literature 
 
The success of college students is the foundational, philosophical premises for 
which institutions of higher education exist. Still, institutions and researchers have yet to 
identify all of the factors that may promote or inhibit student success or how a number of 
these factors may combine to create a complex set of circumstances for different types of 
students, including minorities. Factors of success are multifaceted and are the result of 
individual and institutional components that impact a student’s experience. Individual 
factors such as economic, social, and academic backgrounds and institutional 
considerations such as campus climate and student support have been noted as significant 
factors to consider when determining a student’s likelihood of persistence. For example, 
in Kuh et al.’s (2006) literature review of student success factors, it is understood that 
students with a low-income background (many of whom are minorities) are typically 
more likely to have a lower quality of pre-college education. Furthermore, they are less 
likely to be able to afford to attend college or they may have the opportunity to attend 
college but struggle through remedial courses that prolong their time-to-degree and 
hinder their persistence. As a result, each of these aspects can be considered factors that 
contribute to student attrition or persistence decisions.  
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In their article on high-performing colleges and universities, Kuh, Kinzie, Schuh, 
and Whitt (2005) discussed successful strategies of 20 four-year institutions “that both 
had higher-than-predicted graduation rates and higher-than-predicted scores on the 
NSSE” (p. 44). The institutions that were indicated in this two-year study were a part of 
the Documenting Effective Educational Practices (DEEP) project which identified 
common themes that each of the successful institutions exhibited. According to their 
research, an institutional factor that matters to student success is “an improvement-
oriented ethos” which includes a number of initiatives such as investing in student 
success, decision making informed by data, and cultivating a campus culture that makes 
space for differences.  
Additional factors that have been shown to impact student success are 
socioeconomic status, pre-college factors, financial stability, college readiness, and other 
reasons that are not related to the academic experience (i.e. physical or psychological 
health) (Kuh et al., 2006). Kuh et al. (2006) listed several factors that may impact a 
variety of students within higher education. With consideration of social, cultural, 
economic, organizational, and psychological perspectives that may affect academic 
success, it was determined that a number of combined components contribute to a 
student’s perception of his/ her collegiate experience that may determine whether or not 
he or she successfully matriculates. The researchers found that social and organizational 
factors that contribute to success include relationships and a sense of belonging within 
the campus environment. The cultural view considers students’ perceptions of the 
environment as well as norms and values. While the economic perspective focuses on 
costs of obtaining a degree, the psychological aspect considers the individual 
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characteristics of the student. The combination of each of the described perspectives 
significantly contributes to an individual’s overall student experience and should be 
considered holistically for optimal achievement.  
The organizational perspective included in Kuh et al.'s (2006) study shed light on 
the significance of institution type, specifically minority-serving institutions. Some 
researchers have discussed the unique impact of minority-serving institutions which seem 
to provide more benefits for minority students than they would receive at PWIs (Allen, 
1992; Fries-Britt & Griffin, 2007; Outcalt & Skewes-Cox, 2002; Seifert, Drummond, & 
Pascarella, 2006). As such, African American students have been perceived to garner 
more academic and social support at HBCUs than at PWIs because their institutional “fit” 
may be more congruent with the norms and values of the institution (Allen, 1985, p.135). 
Kuh et al., (2006) stated, “strong support systems, which help create a success-oriented 
environment, explain in part HBCU students’ better academic performance, higher 
graduation rates, and higher occupational aspirations compared with those of their 
African American counterparts at PWIs” (p.56). Research has shown that many African 
American students experience difficulty adjusting to a college environment, specifically 
at the PWI where African Americans are considered a large minority (Guiffrida & 
Douthit, 2010; Harper, Patton, & Wooden, 2009; Kennedy, 2010). Throughout the 
literature, researchers have widely noted the challenges that African American students 
encounter at PWIs such as a lack of sufficient pre-college education (Flowers, 2004b; 
Kuh et al., 2006; Rovai, Gallien, & Wighting, 2005), feelings of social isolation, 
marginalization, and lack of fit into the community, and perceptions of hostile, 
unwelcoming campus environments (Guiffrida, 2003; Sims, 2008).  
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It is evident that factors which hinder success and contribute to risks of attrition of 
African American students are multifaceted. Researchers (Kinzie, Gonyea, Shoup, & 
Kuh, 2008; Kezar & Eckel, 2007) noted that African American students are graduating 
from PWIs at a much slower rate than White students, and many Black students are not 
persisting toward degree completion at all. Another factor that adversely affects African 
American students is low socioeconomic status, which increases the likelihood of a lack 
of pre-college academic preparation. For example, 2006 records from the American 
College Testing program note that only twenty-one percent of Black high school 
graduates with annual family incomes under $30,000 have college-level reading skills 
(Kuh et al., 2006). Other factors include a high consciousness of being Black on campus 
(as if Black students are outsiders) and extreme social and cultural adjustments 
(Guiffrida, 2003; Kuh et al., 2006).  
In his landmark study, Tinto (1993) offered the theory of student departure to help 
explain the attrition process that causes students to leave college. He argued that several 
factors operate collectively to impact a student’s decision to depart, such as pre-entry 
characteristics (i.e., family background, skills and abilities, and prior schooling), goals 
and commitments, institutional experiences, personal/ normative integration, and the 
departure decision. Part of his argument was that students who have greater academic and 
social integration into the campus community are more likely to persist. He also provided 
a framework to elucidate the importance of sociological factors such as relationships, 
sense of belonging, and the importance of fitting in with the cultural norms. Tinto’s 
theory explains the significance of academic and social integration in that students who 
are not well integrated into their surrounding community are at greater risk of attrition.  
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Tinto’s (1993) study on student attrition indicated that student attrition is largely 
connected to institutional fit because students who perceive their norms and values to be 
congruent with those of the institution are more likely to be more integrated into the 
community and to persist. Additionally, the significantly lower retention rates of African 
American students at PWIs compared to HBCUs are possibly related to the cultural 
incongruence that African American students experience within the dominant culture at 
PWIs (Guiffrida, 2003). Although Tinto’s theory has been widely used, it has also been 
critiqued because it has not focused on the cultural perspective relative to non-traditional 
students such as ethnic/ racial populations. However, Tinto’s study has been considered 
to be fairly significant because it was the first theory to highlight the importance of both 
the student’s and the institution’s role in the student’s decision to leave (Wolf-Wendel et 
al., 2009).  
Students who are not well integrated are more likely to feel disconnected from the 
larger community. In addition, minority students may feel socially isolated with no sense 
of belonging (Johnson et al., 2007). Schlossberg’s (1989) foundational work on the 
marginality and mattering theory posits that students in a minority group often experience 
feelings of marginality. They perceive that they do not fit into the dominant culture and 
that they do not matter to others within the community. Schlossberg noted that feelings of 
marginality and not fitting in could lead to depression (Evans, Forney, Guido, Patton & 
Renn, 2010). Therefore, if students do not feel integrated through cultivated relationships 
and social connections, they may believe that they do not fit into the dominant culture. 
Unfortunately, many African American students often lack sufficient social integration at 
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PWIs, which could adversely impact their success (Chavous, 2000; Guiffrida, 2003; 
Rodgers & Summers, 2008).  
Astin’s (1984) milestone study on student involvement, another critical 
component of success, suggested that involvement often includes both academic 
experiences inside of the classroom and social interactions outside of the classroom. He 
developed the theory of student involvement and defined it as the amount of physical and 
psychological energy that a student devotes to the academic experience. He believed that 
the learning experience is highly correlated with what students do, not only how or what 
they think and feel. “Thus, a highly involved student is one who, for example, devotes 
considerable energy to studying, spends much time on campus, participates actively in 
student organizations, and interacts frequently with faculty members and other students” 
(p.518).  
The foundational work of Chickering and Gamson (1987) explained other 
elements of involvement and active learning including student-faculty contact and 
interaction with peers as good practices in undergraduate education. Other studies have 
shown that students who are involved devote more time and effort to educationally 
purposeful activities in their academic experience (Kinzie et al., 2008; Kuh et al., 2006; 
Pascarella & Terenini, 1991; Wolf-Wendel et al., 2009). Therefore, the quantity and 
quality of involvement is of significance in this theory. Accordingly, students who are 
actively engaged in their own academic experience are more likely to persist.  
Other researchers have noted the essentiality of student involvement in college 
(Foubert & Grainger, 2006; Huang & Chang, 2004; Kuh, 2009; Strayhorn, 2008a) and its 
positive impact on student development as well as increasing a student’s likelihood to 
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achieve. Wolf-Wendel et al. (2009) summed up the significance of involvement by 
describing participation in educational activities as the “single best predictor of their 
[student] learning and personal development” (p.410). 
This information might help to explain the academic disparities that have been 
noted in a number of studies asserting that many African American and other minority 
students experience significant challenges during their matriculation that the majority 
group of Caucasian students may not experience (Kuh et al., 2006; Rovai et al., 2005). 
There has been a slight increase in research on undergraduate African American 
female students (Jackson, 1998; Johnson, 2008; Von Robertson et al., 2005). However, 
there is little research that explains the distinct student success factors for African 
American undergraduate women relative to their social integration and student 
involvement on predominantly White campuses. Research endeavors must continue to 
not only provide descriptive data on student experiences, but to find practical solutions to 
ensure the success of African American women in college. 
Student Success and Student Development 
Student success can be achieved in a variety of ways, though a critical approach 
to obtain optimal achievement is the consideration of maximizing student development 
during the learning process. According to Rodgers (1990), student development is 
defined as “the ways that a student grows, progresses, or increases his or her 
developmental capabilities as a result of enrollment in an institution of higher education” 
(p.27). In 1937, a group of professionals within the American Council on Education 
wrote the Student Personnel Point of View explaining that the developmental process 
encompasses consideration for the “whole student” in that individual student’s needs, 
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skills, backgrounds and other characteristics significantly contribute to a student’s 
educational experience (ACE, 1937).  
Traditional proponents of student development relative to the out-of-classroom 
experience have been student affairs professionals. The role of these professionals has 
transitioned from mere disciplinarians who process paperwork to professionals who focus 
on the holistic development of all students in all facets of personal well-being (i.e. 
academic, social, cognitive, financial, etc.) by complementing the classroom curriculum 
with opportunities and learning experiences outside the classroom that promote life-long 
learning (Evans et al., 2010). Proponents of student development assert that “knowledge 
of student development theory enables student affairs professionals to identify and 
address student needs, design programs, develop policies, and create healthy college 
environments that encourage positive growth in students” (Evans et al., 2010, p.7). 
Komives (2003) explained that faculty members and student affairs staff should work 
together in a collaborative partnership to catapult student development from the 
extracurricular to the curricular. This would allow learning opportunities and student 
development at institutions of higher education to take place both inside and outside of 
the classroom but it is important to understand what components might affect a student’s 
ability to take advantage of these opportunities.  
Institution types, student backgrounds, and student perceptions of the institution 
are a few factors that could promote or prevent a student’s optimal success and 
development. African American students at PWIs who may perceive that they are at a 
greater disadvantage than their Caucasian counterparts is a group that has been evidenced 
to experience challenges in achieving optimal success and development in dominant 
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environments (Johnson et al., 2007; Schwitzer et al., 1999; Walpole, 2008). Research has 
shown that social integration (Guiffrida, 2003; Pascarella & Terenzini, 2005) and student 
involvement (ACPA & NASPA, 1998; Astin, 1984; Pascarella & Terenzini, 2005; Wolf-
Wendel et al., 2009) are two factors that are critical to the success of college students. For 
example, in the early work of Schwitzer et al. (1999), the researchers examined the social 
adjustments of African American students in college. They found that “adjusting to the 
social environment seems to be central to the success of African American students in 
mostly White settings” (p. 189). These two factors are important to the overall student 
experience; perhaps the levels of both social integration and student involvement are 
closely related in some way.  
Psychosocial and Identity Development 
In Evans et al. (2010), Erik Erikson is highlighted as one of the most prominent 
pioneers of psychosocial development theories with his conception of the theory of 
identity development to describe an individual’s developmental experience from 
childhood to becoming an adult. Psychosocial theories share a basic premise in that “a 
new stage [of development] occurs when internal biological and psychological changes 
interact with environmental demands…Resolution of developmental tasks is influenced 
by how successful the individual is in developing appropriate coping skills” (Evans et al., 
2010, p.42). In short, an individual is impacted by life experiences that influence the way 
in which he or she develops; these advances (or the lack thereof) will in turn affect 
psychological and social development and the way an individual views, perceives, 
interacts with, and adjusts to his or her surroundings. Therefore, understanding the 
psychosocial and identity development of college students is an essential component of 
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garnering an in-depth perspective of student success, particularly related to levels of 
student involvement and social integration, on a college campus. Not only must there be 
an emphasis on academic measures, but higher education professionals must have an 
appreciation for individual and group identities and how these perceptions may affect the 
learning process. For example, African American students at PWIs are often exposed to a 
variety of unfamiliar cultural and social experiences that may have an effect on their 
psychosocial and identity development (Floyd, 2009; Nelson Laird, Bridges, Morelon- 
Quainoo, Williams, & Holmes, 2007). The encounter of new experiences that heighten 
racial and/ or gender awareness spark the implementation of coping mechanisms which 
then prompt the need for greater psychological adjustments to maintain balance in 
college. 
Expanding from Erikson’s (1980) model, a number of identity development 
theories (Helms, 1990; Cross, 1971; Chickering, 1969) were developed to understand 
specific groups such as women, ethnic and minority groups, and college students. 
Theories specific to college students have been termed college student development 
theories. College students comprise a distinctive population of individuals with specific 
developmental experiences that take place during the college years. Oftentimes, college 
students are exposed to the most unfamiliar types of environments ever encountered that 
are academically and socially different than any previous experiences (Evans et al., 
2010).  
The attitudes of Black college women about becoming socially integrated and 
involved in activities at a PWI may be related to their identity development and how they 
identify with the culture of the institution. The Womanist Identity, Black Racial Identity, 
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and Gendered Racial Identity models that follow may help to establish a deeper 
understanding of Black college females’ roles and perspectives as members of three 
distinctive categories to include women, African Americans, and African American 
women in dominant settings.  
Womanist Identity Model 
Women, in general, have traditionally been subjected to a lesser role than men, 
have often been considered secondary to men, and have even been treated differently in 
the classroom environment (Morales, 2008). Researchers have noted that women have 
experienced a “chilly climate” on college campuses noting a “significant educational 
disadvantage” when compared to their male counterparts (Morris & Daniel, 2008, p. 
257). Despite these assertions, a number of coping mechanisms for women have surfaced 
in order to help them to move beyond the disparaging societal hindrances and move 
forward into a place of empowerment through healthy identity development. 
 Helms (1990) developed the Womanist Identity model highlighting four stages of 
womanism. The progressive stages are: 1) Pre-encounter 2) Encounter 3) Immersion- 
Emmersion and 4) Internalization. In the first stage, the woman accepts society’s view of 
women and women’s gender roles. In the second stage, she encounters an experience that 
causes her to question the accepted view of her role as a woman which propels her to 
seek out answers to resolve her dissonance. Throughout her search, the woman 
experiences the third stage by immersing herself into a feminine worldview. In the last 
stage, the woman succeeds at developing her own, internal definition of her status as a 
woman rather than subjecting herself to an external view based on a societal perspective. 
Although sometimes used synonymously, Ossana, Helms, and Leonard (1992) 
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distinguished the term “womanism” from “feminism” in that feminism “requires that [a 
woman] adopt a particular political orientation (feminism)”, but womanism allows the 
woman to develop a self-defined concept of what it means to be a woman based on her 
own values (p. 403).  
Women’s development in college is an important element of female student 
success. The Womanist Identity model provides a framework that higher education 
professionals can utilize to understand women’s contemporary issues and to develop a 
comprehensive plan to meet their needs. For example, women in stage one of the model 
who accept the perceived notion of society’s definition or portrayal of womanhood may 
experience several challenges. This could include being more susceptible to psychosocial 
issues such as developing low self-esteem and having difficulty adjusting in an 
environment where women may perceive themselves as different from common 
perceptions of female mannerisms including conduct and appearance. 
African American college women at PWIs may experience challenges in their 
identity development if they have not internalized their own definition of womanhood. 
Optimal success could be hindered for those students who linger in stage one of society’s 
standards without progressing to stage four of self-actualization and developing one’s 
own self-identity (Helms, 1990). 
Black Racial Identity Model 
The Black Racial Identity model is another developmental framework that has 
been applied to the African American college student experience. Although not originally 
written with the Black college student in mind, Black racial identity Nigrescence models 
have been applied to the African American student experience by a number of 
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researchers (Fhagen- Smith, Vandiver, Worrell, & Cross, 2010; Henry, 2010). Cross 
(1971) explained that Nigrescence or Black identity development models were derived 
around the 1960s era to expound upon the “process of becoming Black” and the 
developmental stages that an African American individual experiences at some point. 
Similar to Helms (1990), Cross (1971; 1991) utilizes the same first four stages of Helm’s 
four-stage Womanist Identity model in the Black identity framework, but outlines a fifth 
stage that a Black individual experiences during development called Internalization- 
Commitment. This theory posits that an African American essentially first sees his/her 
race as insignificant until a conflicting encounter shocks him/her into a personal 
revelation that he/she may not be embracing a true sense of Black identity.  This 
experience then prompts the desire to discover a true sense of self by acknowledging, 
embracing, and internalizing one’s race and committing to a positive sense of racial 
identity. As such, in addition to the typical college adjustment issues such as adjusting to 
increased academic rigor different from high school and navigating an unfamiliar campus 
community away from home, some researchers have highlighted the increased 
psychological stress that many African American students experience when attempting to 
nestle into the social fabric of the community at a PWI (Cheatham, Slaney, & Coleman, 
1990; Jones, Cross, & DeFour, 2007; Rodgers & Summers, 2008).  
For the purpose of this study, the researcher assumes that African American 
college students are self- aware of their full identity as African Americans and those who 
attend a PWI may experience a heightened sense of awareness of one’s race due to a lack 
of critical mass, perceived discriminatory experiences, or feelings of social isolation and 
marginalization within the campus community. Therefore, the psychological and identity 
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development of African American college students may be impacted in such a way that 
the recognition of their race and/ or gender is a prevalent component of their experience. 
Fhagen-Smith et al. (2010) used the Cross Racial Identity Scale (based on the 
Nigrescence model) to examine racial identity attitudes among a group of 336 African 
American college students. Their study found that African American men and women 
had different racial identity attitudes overall. Black men were more likely to experience 
an Afrocentric internalization of racial identity attitudes, whereas the women in the study 
were more likely to portray multiculturalist-inclusive racial identity attitudes. In other 
words, the researchers suggested that:  
“Gender differences in internalization type racial identity attitudes may 
reflect differential social experiences. Research indicates that the day-to-
day life experiences of African American males and females, from 
childhood through adulthood, differ in terms of experiences with 
discrimination and prejudice” (p. 176). 
 
Literature on African American students often views these students as a 
monolithic group without regard to the differences within sub-populations such as Black 
men and Black women. Many African American students may experience the 
developmental process outlined in the Black identity framework in different ways. Jones 
(2009) postulated that Black female college students’ distinct challenges of perceptions 
of “alienation, questions of racial and gender identity, concern for interpersonal 
relationships and stress” cause difficulty in their psychological and social adjustment 
(p.159). In her qualitative study of college mental health and the effectiveness of a group 
intervention program for Black female college students, the twenty women who 
participated in the study (all ages 17-24) were divided into a control group and a test 
(intervention) group. The study intended to enhance psychosocial competencies of Black 
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college women such as active coping and stress reduction skills. The researcher found 
that those who participated in the intervention group, which met for weekly 90-minute 
sessions for ten weeks, reported a decrease in perceived stress suggesting that additional, 
special types of support for coping may be necessary for African American women’s 
college adjustment. Although this study found positive results, the sample size is too 
small to determine the larger effects of the intervention strategies. Possibly administering 
a quantitative instrument to a larger sample could have enhanced the results of this study 
so that they are more applicable to a larger group. 
Other research has noted behavioral and psychological differences in gender. 
Sax’s (2008) work on variations by gender outlines a number of ways in which men and 
women perceive and experience college. For example, although women have been shown 
to be more academically engaged than men, more women experience lower self-
confidence in their levels of intellect and academic ability. Additionally, Sax discussed a 
study which indicated that women were believed to have lower ratings of psychological 
well-being than men. This included concerns of emotional health such as expressing 
higher levels of feeling overwhelmed and/or depressed. On the other hand, the researcher 
stated that women in college tend to focus more on academic achievement, community 
service and family responsibilities than men. 
Another study, conducted by Cokley and Moore (2007), sought to examine the 
relationship between gender and ethnic identity and academic achievement for African 
American students. Out of a sample of 274 African American students attending an 
HBCU in Texas, the researchers found that there was a negative relationship between 
racial and ethnic identity for African American males, but academic achievement and 
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academic self-concept were positively correlated for African American females in their 
study. The researchers utilized different instruments to measure the centrality of racial/ 
ethnic identity and academic self-concept and only students who were enrolled in a 
psychology class at the Texas HBCU participated in the study. Obtaining a more diverse 
sample of participants, such as students from various geographic areas or institution 
types, possibly could have helped to enhance the applicability of the results in this study. 
Gendered Racial Identity Model  
Thomas, Hacker, and Hoxha (2011) identified the salience of considering the 
intersection of both the racial and gender identity models when evaluating the unique 
experiences of African American women. Although the Womanist and Black Racial 
Identity models have similar frameworks, the combination of these types of models 
labeled as the Gendered Racial Identity Development model, should be synchronically 
analyzed to demonstrate that they are interdependent social phenomena. Recognizing 
them simultaneously allows for a holistic perspective to combine the questions of “What 
does it mean to be a woman?” and “What does it mean to be an African American?” into 
one distinctive inquiry of “What does it mean to be an African American woman?” 
(Thomas et al., 2011). The researchers stated “that in order for African American girls 
and young women to be healthy, they have to recognize both the prevalence and reality of 
racism and sexism in their lives, or the “double jeopardy” status, and that identity 
development occurs in light of racism and sexism” (p. 531). 
African American Women 
Many of the unique challenges of African American women that have been 
discussed in the research are related to both race and gender identity (Bowen, 2009; 
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Jackson, 1998; Von Robertson et al., 2005; Sims, 2008; Winkle-Wagner, 2008). Often 
described as “double jeopardy”, “double bind”, or “dual burden”, Black women may 
experience more stress than minority men and White women on campus and differences 
within groups are often overlooked with studies that focus on either all women, men, or 
African American students (Winkle-Wagner, 2008).  
In an earlier study, Feagin, Vera, and Nikitah (1996) examined the plight of 
African American females contending that those who do not establish supportive 
networks at PWIs feel a sense of discomfort, isolation, and stress. In Von Robertson et al. 
(2005), the authors maintained Fleming’s 1984 assertion about African American women 
citing “a lack of strong supportive social networks results in alienation for Black female 
college students” (p.34). However, African American students employ a variety of coping 
strategies to thrive in more dominant settings such as developing ethnic-related social 
networks to feel more connected to the campus community (Tinto, 1993). Other coping 
mechanisms have included “mental distraction or avoidance, social support from peers 
and family, and spiritual activities” (Jones, 2009, p. 162). 
Research on African American women has increased, although there is still more 
to discover about their social integration, student involvement and student success in 
college. Floyd’s (2009) dissertation on the social movement and impact of Black Greek-
letter sororities noted one of the coping mechanisms of many African American 
undergraduate females. Black sororities began, in part, as a response to social injustices 
and ostracism from the dominant culture. Additionally, in Harmon’s (2009) qualitative 
study, she explored experiences of eight African American female college athletes during 
two one-hour interviews at one PWI in the Midwest. Included in her findings was that the 
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students had unfulfilled expectations during their college experience and perceptions of 
being treated differently than their White female counterparts. Although the qualitative 
feedback from eight students cannot explain the experience of an entire group, they do 
contribute to an understanding of African American female student experiences at a PWI.  
However, in addition to increasing the sample size, another improvement to Harmon’s 
(2009) study could have been made to expand and increase its applicability. For example, 
although the researcher was transparent about her personal viewpoints, these personal 
biases could have strongly manipulated the interpretation of her study’s results. Her 
belief that “racism and sexism exist as strong institutionalized forces in our society” is an 
example of her self-identified biases and assumptions that could weaken the findings of 
this study.  
More than a decade earlier than Floyd and Harmon’s studies, Jackson (1998) 
found that African American female students identified a number of challenges in their 
student experience about being a Black woman in higher education. She indicated that 
being a Black woman was consistent with struggling to prove oneself to others and 
fighting negative stereotypes, being problematic with experiences such as the glass 
ceiling effect, and negatively increasing one’s consciousness of being Black in a larger 
society. These and other studies indicate the major influence that social integration (or the 
lack thereof) has on African American students’ experience (Guiffrida, 2003; Tinto, 
1993).  
 Morales (2008) studied the academic experiences of female students of color and 
found that there were a number of challenges experienced by these students that their 
male counterparts were less likely to encounter. He highlighted female gender roles that 
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conflicted with many of these students’ academic goals adding to their levels of stress. 
Some of the barriers included family obligations such as being a single mother and 
having a role as the head of the household and family resistance to the pursuit of 
education because of its perceived function as secondary to family needs at home. 
Despite these potential hindrances, the researcher found that the women in the study were 
more motivated by their post-college professional goals than their male counterparts.  
African American students at PWIs encounter a number of difficulties that may 
hinder their student success and persistence toward graduation. Recognizing the success 
inhibitors such as social isolation and marginalization and promoters like supportive 
communities and involvement on campus are key components that can help to shape a 
positive college experience for this minority group.  
The research on African American females described in the previous examples 
above is distanced by more than a decade. The continuing disparities indicate that the 
many issues that have contributed to various challenges within the educational experience 
in the past may still remain within higher education today. Despite challenges to their 
educational endeavors, a number of Black women persist in college regardless of the 
countless barriers that have been presented in the research. It could be beneficial to view 
the barriers through an inverted lens, that is, to focus on the factors that have helped the 
smaller number of Black undergraduate women to persist rather than solely focusing on 
the obstacles that may have caused so many of them to leave college. Therefore, this 
study intends to examine the distinct experience of African American undergraduate 
women relative to their student involvement and social integration at PWIs to determine 
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the extent to which these success factors positively influence their student experience in 
college. 
African American Men 
 It is important to recognize that in many ways, women are different from men 
including psychologically and the consideration of factors that may induce or inhibit 
academic motivation (Sax, 2008). African American women are different from African 
men and although these two groups have common issues, particularly pertaining to 
racially related experiences, they should not be considered a homogeneous entity without 
consideration of distinct differences (Cuyjet, 2006; Strayhorn, 2008b; Strayhorn, 2008c). 
Research on African American men has also recently increased to understand the low 
academic achievement rates compared to both Caucasian men and African American and 
Caucasian women. Numerous researchers have sought to elucidate the social and 
educational plight of these young men (NCES, 2008; Jackson & Moore, 2008; Smith, 
Allen, & Danley, 2007).   
Many African American males struggle to advance in higher education for a 
number of reasons. As these men experience many of the same barriers that other 
minorities have experienced, some researchers have identified issues that may be 
exclusive to this group. Strayhorn (2008c) facilitated a study that applied both Sanford’s 
challenge and support model and Tinto’s retention theory to examine supportive 
relationships of Black college men. He analyzed data from the 2004 collection of CSEQ 
surveys. Out of a random sample of eight thousand undergraduates who participated in 
the CSEQ, the researcher only obtained two hundred and thirty-one cases for African 
American undergraduate men. 
  37 
 
From this sample, he identified distinctive challenges of Black males including 
less access to college prepatory curricula and being labeled negative stereotypes such as 
“uneducable, endangered, dysfunctional, dangerous, and lazy” (p.27). Additionally, 
African American males enroll in college and graduate at lower rates than the majority of 
their counterparts considering both race and/or gender. Strayhorn’s study found that 
supportive relationships are a significant factor of satisfaction for this group.  
Palmer, Davis, and Hilton (2009) identified several barriers of Black males that 
are distinctively different from Black females, which could endanger their academic 
success. One obstacle, the theory of “acting White” developed by Fordham and Ogbu 
(1986), hypothesizes that Black students who are academically challenged accuse other 
higher achieving Black students of deserting their Black identity by “acting White.” 
Because the higher achieving students excel in their academics, other minimally 
successful Black students may equate academic excellence with the tendency to emulate 
White students and disregard their Black identity. Palmer et al. (2009) also highlighted 
another hindering factor of Black males referred to as “cool pose.” Introduced by Majors 
and Billson (1992), cool pose has been described as a coping mechanism for African 
American males to help young men exert their masculinity. Cool pose is defined as:  
“constructed from attitudes and action that become firmly entrenched in 
the black male’s psyche as he adopts a façade to ward off the anxiety of 
second-class status…By acting calm, emotionless, fearless, aloof, and 
tough, the African American male strives to offset an externally imposed 
“zero” image. Being cool shows both the dominant culture and the black 
male himself that he is strong and powerful” (p.5). 
 
 Other researchers have discussed what has been suggested as one of the root 
problems of African American male student success. Research has shown that these men 
are at a disadvantage from the beginning of their educational journeys in primary school, 
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which makes it difficult to progress through the educational pipeline to college 
enrollment, let alone graduation (Strayhorn, 2008b). For example, researchers have cited 
the large number of African American male students in remedial or special education 
classes (Palmer et al., 2009); negative expectations set by teachers early in academic 
endeavors; and that there are more Black males in prison than there are pursuing higher 
education (Noguera, 2003; Palmer & Gasman, 2008; Palmer, Moore, Davis & Hilton, 
2010; Palmer & Young, 2009). Harper (2009) summed up several perspectives of Black 
men including those of researchers and the media in America. He mentioned that Black 
men have been depicted as “criminals, irresponsible fathers, descendants of dysfunctional 
families, self-destructive drug addicts, materialistic lovers of flashy possessions, and 
violent rapists of White women” (p. 697). Smith et al. (2007) believed that race- related 
stress has both a major psychological and physiological impact on African American 
males.  
 Despite the abundance of dismal reports and research data about African 
American males, there is research that offers hope and a more positive aspect of 
educational opportunities for this group of students. Harper (2005; 2006; 2009) found 
that there are a number of Black male college students who excel academically and are 
even actively involved in campus activities with an understanding of the benefits that 
involvement provides for their personal development. Harper’s (2009) study focused on 
the positive aspect of the African American male college experience of which he termed 
as a counternarrative on Black male student achievement to dispel the negative images 
presented profusely throughout the literature on Black men as described above. After 
interviewing 143 Black males at 30 PWIs, Harper concluded that successful Black male 
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college students are often overlooked due to the over publicizing of negative stereotypes. 
It was noted that these students are “academic achievers and student leaders who thrive 
inside and outside of the classroom” (p.708). Similar to research on African American 
women, perhaps more focus on this group through an “inverted lens” that accentuates the 
positive rather than the negative would create more opportunities for the academic 
achievers to be in the forefront of the literature with viable strategies to assist the others 
that may experience more obstacles to their success.  
Social Integration 
Tinto (1993) offered an explanation to explain the process of student attrition 
through his theory of student departure. He suggested that there are a variety of factors 
that jointly impact an individual student’s decision to either remain enrolled in college or 
their choice to leave. The combinations of factors of attrition include both individual and 
institutional characteristics that incorporate internal (i.e. emotional, financial, etc.) and 
external (campus size, institutional climate, etc.) components. According to Pascarella 
and Terenzini (1991), student characteristics or goals are “modified and reformulated on 
a continuing basis through a longitudinal series of interactions between the individual and 
the structures and the members of the academic and social systems of the institution” 
(p.51). Therefore, students begin college with a set of expectations that are constantly 
recalculated based on their campus experience. Social integration is an integral part of the 
student experience because it is seemingly based on a congruent system of values and 
attitudes from the student to the institution and from the institution to the student 
(Pascarella & Terenzini, 1991).  
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Although African American enrollment at PWIs is steadily increasing, researchers 
(Lewis, 2008; Washington, 2005) have posited that most African American students’ 
norms and values are incongruent with those of a PWI and that their values seem to align 
better at HBCUs. Tinto (1993) observed that Black students integrate differently than 
other groups of which this distinction has been said to incite feelings of perceived social 
isolation and marginalization. Some African American students develop coping 
mechanisms by establishing their own social networks to create a sense of belonging. As 
such, social integration has a major influence on African American students’ decision to 
persist in college (Guiffrida, 2003; Kinzie et al., 2008; Washington, 2005).  
Guiffrida (2005) sought to examine the cultural perspective of Tinto’s (1993) 
theory which argued two limitations of Tinto’s position. Guiffrida believed that Tinto’s 
theory: 1) does not “recognize cultural variables [which] makes it particularly 
problematic when applied to minority students” and it 2) suggests that students must 
““break away” from past associations and traditions to become integrated into the 
college’s social and academic realms” (p. 451). Wolf-Wendel et al. (2009) also cited 
other critiques of Tinto’s theory such as “its [limited] focus on traditional-age student 
populations, its lack of attention to racial and ethnic differences, and the prescriptive 
aspect of the model” (p.415). Other researchers indicated that Tinto’s theory lacks a 
cultural perspective (Harper & Quaye, 2008; Hurtado, 2007) which requires minority 
students to assimilate into the campus community while adopting the norms of the 
dominant culture rather than to maintain their own culture and heritage. However, Tinto 
argued, “Conformity is not necessary for integration” and suggested that minority groups 
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often seek membership in campus subgroups to feel more integrated into the community 
(Wolf-Wendel et al., 2009, p.423).  
Within Tinto’s consideration of relationships and fit, he argued that there are a 
number of individual and institutional factors that play a role in a student’s decision to 
leave including their sense of belonging and perception of the campus climate and 
culture. African American students often encounter significant challenges in their 
integration at PWIs because their norms and values may be different than those within the 
dominant culture (Banks, 2010; Guiffrida, 2006). In addition, Hausmann, Schofield, and 
Woods (2007) studied sense of belonging as a predictor of intentions to persist among 
African American and White first-year college students. In line with Milem and Berger’s 
(1999) study that emphasized the significant relationship between social integration, 
institutional commitment and persistence, Hausmann et al. (2007) postulated that 
“emphasis on student involvement and perceived integration, both of which are likely to 
be correlated with sense of belonging, is consistent with the idea that developing a sense 
of belonging is important to college persistence” (p.805). 
Research on student persistence has been ongoing and Reason (2009) completed 
an extensive review of the research regarding this topic from as far back as at least the 
last thirty years. He settled on four themes that have been consistently shown to impact 
student persistence in college: student precollege characteristics (student’s individual 
influences), organizational factors (institutional influences), student peer environment 
(such as campus racial and academic climates), and individual student experiences (such 
as classroom and co-curricular experiences). The researcher concluded that in addition to 
each of these four themes that collectively influence student persistence in a number of 
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ways, interactions within the campus environment are also significant factors of 
persistence. 
Guiffrida (2003) conducted a qualitative study on the role of African American 
student organizations. From a sample of eighty-eight African American students at a 
midsized PWI in the US, sixty-seven students were participants of an academic 
enrichment program designed to assist students on academic probation or who needed to 
improve their grades for acceptance into graduate school. He found that African 
American students’ social norms are often different from the dominant culture, making it 
difficult to adjust to the campus environment. He suggested that more formal 
associations, such as joining ethnic student organizations, could positively affect the 
social integration of students at PWIs by helping them to develop a sense of identity, 
comfort, and connection on campus. This study could have been strengthened by 
soliciting the participation of African American students who were already involved in 
ethnic-related student organizations to understand their motivation for participation in 
their respective groups.  
Not all researchers have found social integration to be a significant aspect of the 
student experience. In a qualitative study that examined social experiences of seventeen 
traditional-aged (18-23 year old) African American women at a PWI who lived on 
campus, Sims (2008) found that these students persisted without establishing informal 
social connections within the campus community. The researcher termed this behavior 
pattern as “irrelation”, meaning, “while they [African American females] may occupy 
similar space there may not be a need to develop any level of relationship, neither 
positive nor negative” (p. 691). He further explained that the students in his study 
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demonstrated irrelation in a variety of ways such as lack of participation in campus life. 
Such a response to a lack of social integration seemed counterproductive to creating 
inclusive learning environments at PWIs. Additionally, a one to two-hour interview with 
seventeen undergraduate women at one PWI is a rather small sample size to conclude that 
African American women do not need the social support of others in order to have a 
successful and positive college experience.  
In the earlier, but significant work of Allen (1985), he explored causal 
connections between five groups of variables (student family background, high school 
experiences, campus social interactions, student attitudes, and academic/ social related 
outcomes) in a study of student attrition using Tinto’s 1975 multivariate model. The 
sample for the study consisted of 695 African American students in the United States. In 
this study, he found that students who were regular participants in Black student 
organization activities, had positive faculty relations, favorably evaluated campus support 
services, and were more frequently involved in campus social activities “had better 
integration in and satisfaction with the general campus social life” (p.142). Although this 
study is fairly dated, its findings are not significantly different from more recent research 
on African American student involvement and perceptions of support (Young, Johnson, 
Hawthorne, & Pugh, 2011).  
Support. Although research has shown that African American students 
experience a number of significant challenges during their college experience at PWIs, 
Strayhorn and Terrell (2007) argued that a lack of support is troublesome for African 
American students. Von Robertson et al. (2005) defined support as “the extent to which a 
person’s basic social needs for assistance are gratified through interaction with others” 
  44 
 
(p.36). Furthermore, Fleming (1984) underscored the value of strong and supportive 
social networks for African American female students. Washington (2005) highlighted 
the significance of social support networks in the persistence of African American 
students. She posited that satisfaction and social support are critical components for the 
retention of Black students and that mentors, advisors, and student organizations are great 
avenues for additional support. In their study of student persistence of African American 
and White first-year students, Hausmann et al. (2007) found that “students who reported 
more peer-group interactions, interactions with faculty, peer support, and parental support 
also initially reported having a greater sense of belonging” (p.829).  
Another recent study by Young et al. (2011) examined the relationship between 
academic motivation and perceived social support. As a part of a larger sample of ninety-
three undergraduate respondents, thirty-one African American students completed a 
twelve-item instrument called the Multidimensional Scale of Perceived Social Support. 
Results indicated that perceived social support was positively related to intrinsic and 
extrinsic motivation for the African American students in the sample. Although the 
sample size was fairly small, it was noted in this study that perceived social support was 
the best predictor of motivation for the African American students.  
Campus Climate. In their study examining the social adjustment of African 
American women at a PWI in the Midwest, Von Robertson et al. (2005) found that racial 
prejudice, social alienation, and faculty-student relations were three themes that 
commonly surfaced throughout their interviews. The perceptions of support for the 
African American female students in their study were highly correlated to their social 
adjustment. The researchers further identified three measures by which social adjustment 
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has been most commonly measured throughout the literature. They include student 
integration, student adjustment, and student institutional fit. Each of these components is 
affected by perceived campus climate which, if not perceived as welcoming and 
inclusive, could lead to student attrition. Overall, Von Roberston et al. (2005) believed 
that many “Black students at white colleges generally develop weaker personal 
attachments, weaker ties to faculty, less positive intellectual maturity, and fragile social 
relationships” (p.34). On the other hand, the researchers stated that Black students who 
have more positive interactions with faculty at PWIs are typically more satisfied and 
more likely to experience “healthy social, educational, and personal development” in a 
dominantly White collegiate environment (p.35). Cole (2008) contended that positive 
faculty interactions could help recruit, retain, and support the academic achievement of 
students of color.  
Schwitzer et al. (1999) alluded to the significance of social adjustment in the 
African American student experience in predominantly White environments. To be most 
successful, students must feel a connection with their peers, faculty, and staff on campus 
(Kuh, 2009). Involvement in student organizations is one significant method many 
students use to build relationships and supportive networks. Tinto’s research indicated 
that formal types of social integration, such as participation in student organizations, 
positively influence African American students’ persistence. However, Flowers (2004a) 
mentioned that Caucasian and African American students differ in their levels of student 
involvement and that racial identity may impact an African American students’ decision 
to participate in campus activities. Consequently, many Black students at PWIs seek 
membership in ethnic-related groups because they often feel unwelcome in organizations 
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with a majority Caucasian membership. It is suggested that joining ethnic-related 
organizations helps African American students to feel more integrated into the campus 
community and to maintain a connection to their culture (Guiffrida, 2003; Sutton & 
Kimbrough, 2001).  
Deviating from the normative social patterns at a PWI should not determine a 
student’s level of success. However, it is evident that social integration has a major 
impact on perceived institutional climate and comfort within the environment. Kuh 
(2001) asserted that “cultural norms and traditions are assumed to influence how students 
perceive the institution” (p.25). Thus, campus climate also impacts students’ social 
integration and thus their academic success. 
Researchers have studied the racial perspective of campus climate and cited that 
racial or discriminatory perceptions of campus climate negatively impact minority 
students (Seifert et al., 2006; Johnson et al., 2007). In an earlier study on campus climate, 
D’Augelli & Hershberger (1993) studied the role of campus climate and posited that 
minority students must make significant social and cultural adjustments to attend PWIs. 
Additionally, George Kuh is widely known for his research on student success which also 
includes studies on organizational culture and campus climate (Kuh 1990; Kuh, 2001). In 
his study examining the relationship between campus culture and student persistence, he 
postulated:  
“Among the core promising efforts to enhance persistence and 
graduation rates is creating a campus climate in which students feel they 
belong and are valued, challenged, and affirmed by their peers and 
teachers. Numerous studies show that the institution’s cultural milieu 
affects students’ perceptions of the institutions which in turn influences 
their satisfaction and the degree to which they devote energy to activities 
that matter to their education” (p.23).  
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Unfortunately, this perspective of feeling a sense of belonging may not be the typical 
perception of many African American students at PWIs, especially at larger institutions 
Johnson et al., 2007). Kuh (2001) further explained that larger institutions of higher 
education often establish subcultures within the community making if difficult to develop 
a coherent culture of campus norms and values. This further complicates the African 
American students’ ability to socially integrate at PWIs, as their social norms and values 
have been said to be inconsistent with those of the dominant group (Guiffrida, 2003).  
Student satisfaction and connectedness in a college environment is a significant 
function of student success and should not be overlooked, but it has not been a priority at 
many institutions when considering African American students’ perceptions of support 
and inclusion at PWIs. Consequently, many minority groups have been known to 
establish their own subgroups as a coping mechanism in order to persist at PWIs. 
Guiffrida (2003) explained that traditional African American student organizations are 
often a means of social integration at PWIs for this group. He validated Tinto’s (1993) 
argument in that “social integration influences persistence decisions for African 
American students as much as for White students” (p.304). Therefore, functioning in a 
minority group in a dominant environment can prove to be intimidating and 
uncomfortable for many students who try to navigate through unfamiliar educational 
environments making it difficult to be well integrated and actively involved. 
Student Involvement 
Some researchers have discussed factors that contribute to student success such as 
student involvement in and outside of the classroom (Astin, 1984; Chickering & Gamson, 
1987; Kuh, 2009; Pascarella & Terenzini, 2005; Sax, 2008). In their historic research on 
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student involvement, Astin et al. (1984) posited that a student’s quantity and quality of 
time and effort devoted to the academic experience promote student learning and 
development. Additionally, student involvement in active learning was identified as an 
effective method of positive reinforcement to achieve academic success. The authors 
stated that “quality of effort also refers to the extent to which learning is active rather 
than passive, and colleges clearly can control the conditions of active learning by 
expecting students to be participants in, rather than spectators of, the learning process” (p. 
19). 
Other researchers have noted the importance of participatory learning in that 
students should be actively engaged in learning processes in different aspects of campus 
life from critical thinking and thought-provoking in-class activities and discussions 
(Bonwell & Eison, 1991; Chickering & Gamson, 1987; Eison, 2003; Eison 2007) to 
involvement in other formal and informal out-of-class campus activities such as student 
organizations and social events (Flowers, 2004a; Flowers, 2004b; Foubert & Grainger, 
2006; Kuh, 1995; Strayhorn, 2008a). Eison (2003) discussed effective strategies to 
promote active learning. He emphasized a learning model marked by application of 
concepts and thoughtfully reflecting upon the learning that takes place during the 
educational process.  
Additionally, Kuh (2009) emphasized the importance of educationally purposeful 
activities through student engagement. He asserted that student affairs professionals 
should understand the countless possibilities of learning outcomes that could result in 
strategically planned opportunities that encourage student involvement. The researcher 
defined student engagement as both time and effort devoted to educationally purposeful 
  49 
 
activities “empirically linked to desired outcomes of college” and the institution’s role in 
encouraging students to participate in these activities (p.683). Furthermore, in a study 
conducted by Kuh, Cruce, Shoup, Kinzie, and Gonyea (2008), the researchers found that 
the effects of student engagement on first-year grades and persistence were more 
pronounced for students of color and those with lower academic ability compared to 
White students. Also, Kinzie et al. (2008) examined the persistence and success of 
underrepresented students. The researchers stated that the likelihood of persistence of 
African American students from year one to year two increased as their level of 
engagement increased, more than that of their White counterparts. 
Astin’s (1984) revolutionary work on the theory of student involvement 
introduced five basic postulates by which he made assumptions about student 
involvement, which assumed that involvement is physical and psychological, occurs on a 
continuum that is different for every student, and is quantitative and qualitative relative to 
time and effort. Therefore, students who are involved make a personal investment in their 
academic experience that contributes to their persistence and student success. 
‘Student engagement’ is a term that is often used synonymously with student 
involvement and is described by Kuh et al. (2006) as “the extent to which they [students] 
take part in educationally effective practices” (p. 31). Student engagement considers both 
the student’s role and the institution’s responsibility in the learning process with the 
expectation that students who participate in educationally purposeful activities are more 
likely to persist in college and will ultimately obtain a degree (Kinzie et al., 2008). In 
their effort to identify factors of student success that lead to desired student learning 
outcomes, persistence, and satisfaction, Kuh et al. (2006) highlighted seven components 
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using measures from the CSEQ, the National Survey of Student Engagement (NSSE) and 
the Community College Survey of Student Engagement (CCSSE) survey instruments. 
The researchers found that in addition to participation in educationally purposeful 
activities, “the single best predictor of student satisfaction with college is the degree to 
which they [students] perceive the college environment to be supportive of their 
academic and social needs…unfortunately, African American and Asian American 
students are the least satisfied with their college experiences” (p. 40). 
According to, Forney et al. (2010), campus involvement is also related to 
psychosocial development. Due to perceived notions of social isolation, marginalization, 
and unwelcoming campus climates (Fleming, 1984; Harmon, 2009; Johnson, 2008; 
Sutton & Kimbrough, 2001), African American students have experienced a number of 
challenges in becoming actively involved at PWIs. However, Guiffrida (2003) asserted 
that students of color are connected to the campus community through involvement 
opportunities, which further indicates the necessity to understand how the level of 
involvement influences the overall development and student experience for African 
American undergraduate women. 
Chickering and Gamson (1987) introduced the Seven Principles for Good 
Practice in Undergraduate Education, which included involvement activities such as 
student-faculty contact and peer interaction that help create inclusive and supportive 
learning environments for student success. The authors stated that student-faculty contact 
is an important part of the learning experience. African American students often seek out 
faculty encounters through their involvement in student organizations as minority faculty 
often serve as organization advisors for minority groups. Guiffrida (2003) stated, “many 
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[African American] students believed that the more Blacks they know in positions of 
power, the better their chances are to be aligned with someone who is able, and even 
obligated, to help them in the future” (p.308). Therefore, perhaps students consider their 
connection to Black faculty as a reason to persist, thus indicating success is possible since 
another ethnic minority person has achieved a high level of success.  
Astin (1984) indicated some of the key identifiers of an uninvolved student who is 
disconnected from the campus experience. An uninvolved student is one who does not 
devote much effort to their academic studies, extracurricular activities, or campus 
involvement including neglecting contact with their faculty and/or peers. Additionally, in 
their exploration of the unique contribution of involvement, engagement, and integration 
to the student experience, Wolf-Wendel et al. (2009) resolved that involvement is “linked 
via research to almost every positive outcome of college” and that high levels of 
engagement positively affect student success (p.412).  
 Some literature (Guiffrida, 2003; Guiffrida and Douthit, 2010; Sutton and 
Kimbrough 2001) has explained that many African American students are involved in 
campus activities at PWIs, but some are typically engaged in activities related to their 
ethnic background rather than traditional student organizations like student government 
or a residence hall association. Sutton & Kimbrough (2001) found in their study of trends 
in Black student involvement at PWIs that Black students often feel marginalized and 
that traditional organizations are unwelcoming; they do not feel a sense of belonging 
within the community. Flowers (2004a) sought to understand the effects of student 
involvement on African American students by examining categories within the CSEQ 
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and found that both in and out-of-classroom involvement experiences can positively 
affect Black students. 
 Also examining the role of student organizations, Museus (2008) studied the role 
of ethnic student organizations in fostering cultural adjustment and membership of 
African American and Asian American students at PWIs. In his study, he interviewed 
African American and Asian American students at a rural, public PWI and found that 
ethnic student organizations contributed to cultural familiarity, expression and advocacy 
and also served as sources of validation for participants. Participants in his study believed 
that student organizations provided an opportunity to socialize with other students who 
shared similar cultures. Students also believed that organizations empowered them to 
promote initiatives conducive to the improvement of campus conditions that affected 
students from their cultural group(s).  
Summary 
Student success, however defined, is the ultimate goal for all students and there is 
certainly a countless number of ways to attain it. As the research has shown, strategies for 
optimal student success must be tailored to meet the needs of sub-populations of college 
students- for the purposes of the study, undergraduate African American women. Social 
integration and student involvement are two such components that have been shown to 
significantly impact the overall student experience. For this reason, understanding the 
influence of these prominent factors as they relate to the optimal success of African 
American undergraduate women will hopefully shed light on ways to improve their 
college experience. 
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CHAPTER THREE 
Research Method 
 
In this chapter, the researcher will discuss the research design including the 
sample, variables of the study, instrument and measures, data collection procedures and 
methods of data analysis. 
Research Design, Population, and Sample 
Conducting a quantitative research study, the researcher used secondary data from 
the Center for Postsecondary Research and Planning’s CSEQ Assessment Program. 
Included in the purposeful sample are undergraduate Black/ African American women 
enrolled at the large, public PWIs that participated in the administration of the CSEQ at 
their respective institutions between the periods of 2005-2010. Institutions included are 
those with at least 10,000 students enrolled as to gain more insight into the experience of 
those matriculating at larger PWIs. Research has shown that institutional commonalities 
in the experiences of students who attend larger institutions may significantly differ from 
those who attend smaller institutions. Likewise, students who attend public institutions 
may have different experiences than those who attend private schools (Kuh et al., 2006). 
For example, access to and quality of campus facilities, the diversity of the student body, 
or common experiences of African American college women at a small, private 
institution may be vastly different than those of a large, public institution.  By sampling 
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from large, public institutions, a more homogenous sample was comprised to reduce 
institutional differences. Graduate students were excluded from the sample to focus 
exclusively on the undergraduate student experience. 
Variables 
For the purpose of this study, the variables examined within the CSEQ are 
classification in college, social integration, student involvement, and self-reported gains.  
The following outlines the way in which each variable was measured using the 
CSEQ instrument: 
a) Classification in college- The instrument provides six available responses of 
freshman/ first- year, sophomore, junior, senior, graduate student, or 
unclassified. All responses were included in the study except those indicated as 
graduate student or unclassified as the researcher is only interested in the 
undergraduate student experience. 
b) Social integration- For the purpose of this study, social integration has been 
defined as the act of a student to unify or be incorporated into a larger campus 
group or community of students as measured by the Student Acquaintances 
scale score of the CSEQ. The scores in this scale were combined to obtain a 
scale score for each participant. Scores range from 10-40. The researcher also 
computed an average scale score of all participants combined. The following 
statements included in this scale respond to the question regarding how often 
students have done the noted activity at their institution with response options 
coded as 4=Very Often, 3=Often, 2=Occasionally, and 1=Never:  
1. Became acquainted with students whose interests were different from yours. 
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2. Became acquainted with students whose family background (economic, 
social) was different from yours. 
3. Became acquainted with students whose age was different from yours. 
4. Became acquainted with students whose race or ethnic background was 
different from yours. 
5. Became acquainted with students from another country. 
6. Had serious discussions with students whose philosophy of life or personal 
values were very different from yours. 
7. Had serious discussions with students whose political opinions were very 
different from yours. 
8. Had serious discussions with students whose religious beliefs were very 
different from yours. 
9. Had serious discussions with students whose race and ethnic background was 
different from yours. 
10. Had serious discussions with students from a country different from yours. 
c) Student involvement- For the purpose of this study, involvement is optional 
participatory activities outside of the classroom offered to students to engage 
them in meaningful campus activities as measured by the Clubs and 
Organizations scale score of the CSEQ. The scores in this scale were combined 
to obtain a scale score for each participant. Scores range from 5-20. The 
researcher also computed an average scale score of all participants combined. 
The following questions included in this scale respond to the question of how 
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often students have done the specified activity at their institution. Response 
options are coded as 4=Very Often, 3=Often, 2=Occasionally, and 1=Never:  
1. Attended a meeting of a campus club, organization, or student government 
group. 
2. Worked on a campus committee, student organization, or project 
(publications, student government, special event, etc.). 
3. Worked on an off-campus committee, organization, or project (civic group, 
church group, community event, etc.). 
4. Met with a faculty member or staff advisor to discuss the activities of a group 
or organization. 
5. Managed or provided leadership for a club or organization, on or off the 
campus. 
d) Self-reported gains- Gonyea, et al. (2003) posited that the Estimate of Gains 
scale demonstrates holistic development. The researcher utilized the 25 items in 
the Estimate of Gains section of the CSEQ in order to gain greater insight into 
the overall student experience of Black undergraduate women. Utilizing this 
scale to measure self-reported gains allowed for a more comprehensive 
perspective to be developed rather than focusing solely on grade point average. 
The scores in this scale were categorized by each of the five gains factors to 
obtain a scale score for each factor, for each participant. Scores range from 5-
20 (personal development); 6-24 (general education); 7-28 (intellectual skills); 
4-16 (science and technology); 3-12 (vocational preparation) with a maximum 
of 100 for all five factors combined. The researcher also computed an average 
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scale score for each factor of all participants combined. Each question has a 
response option regarding the extent to which the students feel that he/she have 
gained or made progress in the specified areas with options coded as 4=Very 
Much, 3=Quite a Bit, 2=Some, and 1=Very Little. The following are the 
questions provided in the scale for each of the five gains factors: 
Personal Development 
1. Developing your own values and ethical standards. 
2. Understanding yourself, your abilities, interests, and personality. 
3. Developing the ability to get along with different kinds of people. 
4. Developing the ability to function as a member of a team. 
5. Learning to adapt to change (new technologies, different jobs or personal 
circumstances, etc.) 
General Education 
1. Gaining a broad general education about different fields of knowledge. 
2. Developing an understanding and enjoyment of art, music, and drama. 
3. Broadening your acquaintance with and enjoyment of literature. 
4. Seeing the importance of history for understanding the present as well as the 
past. 
5. Gaining knowledge about other parts of the world and other people (Asia, 
Africa, South America, etc.). 
6. Becoming aware of different philosophies, cultures, and ways of life. 
Intellectual Skills 
1. Writing clearly and effectively. 
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2. Presenting ideas and information effectively when speaking to others. 
3. Using computers and other information technologies. 
4. Developing good health habits and physical fitness. 
5. Thinking analytically and logically. 
6. Putting ideas together, seeing relationships, similarities, and differences 
between ideas. 
7. Learning on your own, pursuing ideas, and finding information you need. 
Science and Technology 
1. Understanding the nature of science and experimentation. 
2. Understanding new developments in science and technology. 
3. Becoming aware of the consequences (benefits, hazards, dangers) or new 
applications of science and technology. 
4. Analyzing quantitative problems (understanding probabilities, proportions, etc.) 
Vocational Preparation 
1. Acquiring knowledge and skills applicable to a specific job or type of work 
(vocational preparation). 
2. Acquiring background and specialization for further education in a 
professional, scientific or scholarly field. 
3. Gaining a range of information that may be relevant to a career. 
Other considerations of the study are demographic information such as gender 
and race/ ethnicity.  
1. Gender- The instrument provides two available responses of either male or 
female. Only those who indicated female were included in the study. 
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2. Race/ Ethnicity- Provided are eight possible responses of which a student may fill 
in all that applies to her. Available responses are American Indian or other Native 
American, Asian or Pacific Islander, Black or African American, Caucasian 
(other than Hispanic), Mexican-American, Puerto Rican, Other Hispanic, and 
Other: What? (with space for writing in a response). Only participants who 
indicated Black or African American were included in the study as those who 
identify as biracial or multi-racial may experience campus life in more distinct 
ways.  
Instrument and Measures 
The CSEQ was initially designed by Dr. C. Robert Pace in the 1970s and has 
since been revised three times—in 1983, 1990, and 1998. More than 200 higher 
education institutions and over 100,000 students have utilized the fourth edition of the 
CSEQ thus far (Gonyea et al., 2003). The instrument collects self-reported data and is 
available in digital and paper forms and is designed to measure the quality and quantity 
of the student experience with over 150 items included in the assessment. Eight pages in 
length, the instrument includes inquiries categorized by students’ Background 
Information (i.e. age, sex, classification, etc.), and other questions designed to measure 
student experiences such as College Activities (i.e. experiences with faculty, clubs and 
organizations, student acquaintances, etc.), Conversations (i.e. topics), Reading/Writing 
experiences, Opinions About Your College or University, College Environment, and 
Estimate of Gains (students’ perceptions of personal development). There is also space 
provided for individual institutions to add additional, more specific questions to the 
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survey. Each of the categories listed above include a varied number of questions within 
its subscale.  
According to Gonyea et al. (2003), Dr. Pace coined the term “quality of effort” to 
describe the interactions between students and the campus environment. As such, thirteen 
of the measures included in the CSEQ are referred to as the Quality of Effort (QE) scales. 
The QE scales being utilized in this study are Clubs and Organizations and Student 
Acquaintances. Additionally, the Estimate of Gains section is designed to allow students 
to think about the totality of their college experience and areas where they believe they 
have developed. As previously mentioned, this section emphasizes the holistic 
development of students, from academic to personal development. Kuh and Vesper 
(1997) stated that, “the CSEQ Estimate of Gains scores are consistent with results from 
achievement tests, and the reliability of responses is high for both the Gains and 
Activities scales” (p. 46). As such, the CSEQ was chosen as the most appropriate 
measurement tool for this study to measure levels of social integration, student 
involvement, and self-reported gains in college.  
Reliability and Validity. Strayhorn and Devita (2009) described reliability as the 
“consistency and reliability of a measure over time” (p. 92). Gonyea et al. (2003) 
mentioned, “reliability, defined as freedom from measurement error, is the property of a 
survey in which questions that have a similar meaning and intent elicit similar responses” 
(p. 17). Gall et al. (2007) stated that reliability coefficients range from .00 (no reliability) 
to 1.00 (perfect reliability). The reliability, or internal consistency, of an instrument is 
measured by computing the Cronbach’s alpha.  
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Gonyea et al. (2003) reported that the Cronbach’s alpha for the Quality of Effort 
scales of the CSEQ range from .74 to .92, indicating that the CSEQ is a reliable 
instrument. The researchers reported that the Cronbach’s alpha for the Student 
Acquaintances scale (which was used to measure social integration) is .91 and the 
Cronbach’s alpha for the Clubs and Organizations scale (used to measure student 
involvement) is .83. Additionally, the Cronbach’s alpha for the five Gains Factors of the 
Estimate of Gains scale (that were used to measure self-reported gains) are gains in: 
personal development (.83), general education (.81), intellectual skills (.81), science and 
technology (.87) and vocational preparation (.78).  
Once the data for the study was obtained, the researcher also computed the 
Cronbach’s alpha for each of the three subscales being examined. 
Validity refers to whether or not a measurement instrument measures what it 
claims to measure. Gonyea et al. (2003) discussed the validity of the CSEQ instrument 
including its content validity, construct validity, and the validity of self-reported data.  
Gonyea and colleagues affirmed that content validity means that the “activities 
within a scale must comprise a coherent area of content” (p.21). The researchers 
indicated that this type of validity is determined by factor analysis of the QE scales. By 
conducting a factor analysis, the researchers affirmed that the item content was 
interrelated for every subscale except one (Campus Facilities), which was not utilized in 
this study. 
Gonyea et al. (2003) acknowledged that construct validity “allows a researcher to 
make inferences from survey scores to a psychological construct.” They also suggest “the 
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relationships between various measures on the CSEQ and other variables are consistent 
with related research” (p.21). 
Volkwein & Yin (2010) discussed the credibility and validity of student self-reports 
and that there are positive correlations within measures that gauge the development of 
individuals. The researchers also stated:  
“Substantial evidence supports the connection between self-reported 
learning and growth and objectively measured test performance…when 
aggregated to compare the performance of groups, the reliability of self-
reported measures is quite high and is generally considered to be a valid 
measure of real differences in learning between groups” (p. 146).   
 
Researchers (Gonyea et al., 2003; Pace, 1985) noted the reliability and validity of the 
CSEQ. They outlined the following criteria, which the CSEQ has been shown to meet: 
1. “Respondents should be able and willing to provide accurate information, 
2. Questions should be about recent behavior, 
3. Questions should not explore sensitive, potentially embarrassing areas, 
4. Questions should be phrased clearly and unambiguously, and 
5. Respondents should take the questions seriously and thoughtfully” (Gonyea et al., 
p. 24). 
 
Law (2010) stated “by employing instruments with established reliability and 
validity, formal student surveys can provide a credible and cost-effective means to 
conduct a census of student opinions” (p. 261). Additionally, the researcher highlighted a 
central component of surveys like the CSEQ in that they are typically based on a 
theoretical framework and are empirically supported in the literature. In addition to the 
numerous studies that have utilized the CSEQ instrument, the reliability and validity of 
the CSEQ has been supported in the literature (Pace, 1984; Liu & Yin, 2010). Pace 
(1984) demonstrated that “within each [CSEQ] scale, every item makes a significant and 
positive contribution to the scale score” and that the scores are dependable (p.24).  
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Researcher Subjectivity 
Outlined here is information regarding the researcher’s subjectivity that could 
influence the perspective on social integration and student involvement as factors of 
success (based on self-reported gains) for African American undergraduate women. 
The researcher of this study is an African American woman who graduated from a 
PWI. She has strong ties to her undergraduate experience and an affinity to her 
institution, as it is her belief that she experienced a significant level of holistic 
development garnered from a successful partnership between herself and her institution. 
Data Collection Procedures 
The researcher analyzed secondary data obtained from the CSEQ Assessment 
Program at the Indiana University Center for Postsecondary Research and Planning. 
Surveys utilized for this study were from the data collection periods of 2005-2010 in 
order to create a sufficiently large sample of African American undergraduate women.   
Additionally, surveys included non-identifiable information from African American 
female undergraduate students such as age, sex, classification, and other indicators of 
social integration, student involvement, and self-reported gains included in the 
instrument. 
Data Analysis 
For analysis of the three subscales in the CSEQ for social integration, student 
involvement and self-reported gains, the researcher reported descriptive statistics such as 
the means, standard deviations, skewness, and kurtosis for each of the average scale 
scores that were obtained by utilizing the SAS Statistical Software Program.  
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The research questions are: 
Question One: What is the relationship between perceived self-reported gains and both 
social integration and student involvement of African American undergraduate women?  
Question Two: What is the relationship between social integration and classification in 
college of African American undergraduate women? 
Question Three: What is the relationship between student involvement and classification 
in college of African American undergraduate women? 
Question: Four: What is the relationship between social integration and student 
involvement for African American undergraduate women? 
To address Question One, the researcher conducted a multiple regression analysis, 
which examined the relationship between the two predictor variables (social integration 
and student involvement) and the dependent variable (self-reported gains). Because there 
are five gains factors to measure the self-reported gains, five multiple regression tests 
were conducted. To control for the Type I error rate, the researcher utilized a .01 alpha 
level (.05 alpha level/ 5 gains factors). For each scale for each of the five gains factors, 
the scores were combined to obtain a scale score for each participant. The researcher also 
computed the average scale score for each of the five gains factors for all participants 
combined. There is one average scale score for social integration, student involvement, 
and each gains factor of self-reported gains, respectively.  
As a result, there are seven scale scores for each participant. Additionally, there is 
an average scale score for each of the seven scales. The scores for social integration and 
student involvement range between 10-40 and 5-20, respectively. The scores for each of 
the five gains factors range from 5-20 (personal development); 6-24 (general education); 
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7-28 (intellectual skills); 4-16 (science and technology); 3-12 (vocational preparation) 
with a maximum of 100 for all five factors combined.  
According to Gall, Gall, and Borg (2007), a multiple regression analysis is widely 
used in education to examine relationships among variables with “a criterion variable and 
a combination of two or more predictor variables.” It is also used to “study the degree of 
the relationship among various combinations of these variables” (p.353). The researchers 
also discuss assumptions for utilizing a multiple regression. Assumptions are that the 
relationship between the predictor variables and the dependent variable is linear; the 
dependent variable is continuous; and the predictor variables are continuous or 
categorical.  
The researcher assessed the R2 to determine the amount of variance in the 
dependent variable explained by the predictor variables (Gall et al., 2007). The researcher 
also checked the regression coefficients and the standardized regression coefficients for 
the individual predictors. Additionally, a Pearson Product Moment Correlation was 
conducted to determine the relationships between both social integration and self-
reported gains and student involvement and self-reported gains. These analyses helped 
the researcher to identify the influence that social integration and student involvement 
had on self-reported gains.  
To address Question Two and Question Three, the researcher conducted an 
analysis of variance (ANOVA) statistical analysis for each research question to identify 
the differences between the four groups of classification in college (freshman/ first-year, 
sophomore, junior, and senior) and their relationship to both social integration and 
student involvement, respectively. The ANOVA was conducted for each subscale 
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(Student Acquaintances subscale for social integration and Clubs and Organizations 
subscale for student involvement).  
Gall et al. (2007) stated that the use of an ANOVA is appropriate when 
comparing the amount of variance for more than two groups. Additionally, an ANOVA is 
conducted when analyzing categorical variables (i.e. classification in college) and it 
compares both the between-group and within-group differences. In order to conduct an 
ANOVA analysis, the researcher examined the three assumptions to assess the 
independence of the groups of scores (students worked independently to complete the 
survey), the normality distribution of the scores, and the homogeneity of variances for 
each group. An ANOVA allowed the researcher to explore the difference in the levels of 
social integration of the four classifications in college. Likewise, the researcher also 
explored the difference in the levels of student involvement of the four classifications in 
college. 
To address Question Four, the researcher computed a Pearson Product Moment 
Correlation to determine if there is a relationship between variables, and if so, to what 
extent and whether the relationship is positive or negative. According to Gall et al. 
(2007), “correlation coefficients are best used to measure the degree and direction (i.e., 
positive or negative) of the relationship between two or more variables” (p.336). They 
also asserted that an advantage of correlational research is that it allows the researcher to 
analyze relationships among a large number of variables in a single study. In addition, it 
allows the researcher to investigate how the variables either individually or collectively 
influence another variable(s) (Gall et al., 2007). 
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The correlation coefficient can also explain, “how effectively individuals’ scores 
on one measure (e.g., an intelligence test) can be used to predict their scores on another 
measure (e.g., an achievement test)” (Gall et al., p.334). The researchers stated that if 
predictions can be made, this suggests influence on the variable(s), but not necessarily a 
cause-and-effect relationship. In this study, the variables of social integration and student 
involvement were explored to determine the relationship between these variables.  
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CHAPTER FOUR 
Results  
 
This chapter reports the research sample, descriptive statistics, results of the 
analysis, and a summary of the results. 
Research Sample 
Provided by the CSEQ Assessment Program, the data used for this study included 
a national sample of African American undergraduate women who were enrolled at 26 
large, public PWIs and completed the CSEQ survey between 2005-2010. The data 
included a total of 919 participants. After removing data of all participants who did not 
meet the study’s criteria, the resulting sample size was 736. Information that did not meet 
the criteria of the study were data from participants with classification in college listed as 
graduate or unclassified as well as any participants with missing responses. 
Descriptive Statistics 
The following descriptive statistics in Table 1 describe the data set in order to 
provide an understanding of the sample of African American undergraduate women who 
participated in the CSEQ survey. 
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TABLE 1. Descriptive Statistics of Women in the Sample (N = 736) 
 
Demographic Variable Category N Estimated % 
Age 19< 563 76.50 
 20-23 138 18.80 
 24 and Up 35 4.70 
    
Marital Status Not Married 716 97.30 
 Married 12 1.60 
 Other 8 1.10 
    
Classification in College   
 Freshmen/ First- year 566 76.90 
 Sophomore  41 5.57 
 Junior 31 13.32 
 Senior 98 4.21 
    
Enrolled Credit Hours   
 11< 32 4.30 
 12-14 322 43.80 
 15-16 299 40.60 
 17 or more 83 11.30 
    
Hours of Study Per Week   
 5 or less 198 27 
 6-10 265 36 
 11-15 127 17.20 
 16-20 85 11.60 
  21 or more 61 8.20 
    
Major of Study 
Biological or Life 
Sciences 71 9.65 
 Business 117 15.90 
 Communication 73 9.92 
 
Computer and 
Information Sciences 12 1.63 
 Education 90 12.23 
 Engineering 13 1.77 
 
Ethnic, Cultural Studies, 
and Area Studies 5 0.68 
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TABLE 1 (Cont.)    
 
Foreign Language and 
Literature 5 0.68 
 Health-Related 135 18.34 
 History 8 1.09 
 Humanities 15 2.04 
 Liberal/ General Studies 4 0.54 
 Mathematics 5 0.68 
 
Multi/ Interdisciplinary 
studies 1 0.14 
 
Parks, Recreation, Leisure 
Studies, Sports 
Management 10 1.36 
 Physical Sciences 6 0.82 
 Pre- Professional 55 7.47 
 Public Administration 23 3.13 
 Social Sciences 92 12.50 
 
Visual and Performing 
Arts 16 2.17 
 Undecided 37 5.03 
 Other 70 9.51 
 
Overall, the data shows that the majority of the women in this national sample 
reported that they are age nineteen or younger (76.5%), unmarried (97.3%), first-year 
college students (91.2%), enrolled in twelve to fourteen hours (43.8%) and that they 
study mostly between six to ten hours per week (36.01%). The sample highlights health-
related fields (18.34%) and business (15.9%) as the frequently reported majors of study. 
Although the data was collected from a national sample over a five-year period, the 
number of African American women who participated in the survey is small.  
The variables measured in this study are social integration, student involvement, 
and self-reported gains. The scales in the CSEQ that were used to measure each variable 
are Student Acquaintances (social integration), Clubs and Organizations (student 
involvement), and Estimate of Gains (self-reported gains). Frequency scores for each 
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question in the Student Acquaintances subscales are provided in Table 2 and listed in 
Table 3 for the Clubs and Organizations subscale.   
 
TABLE 2. Frequency Scores for Student Acquaintances Subscale (N = 736)  
 
Became acquainted with students whose interests were different from yours. 
Never 31  
Occasionally  230  
Often 235  
Very Often 240  
   
Became acquainted with students whose family background (economic, social) was 
different from yours. 
Never 28  
Occasionally  187  
Often 240  
Very Often 281  
   
Became acquainted with students whose age was different from yours. 
Never 25  
Occasionally  175  
Often 246  
Very Often 290  
   
Became acquainted with students whose race or ethnic background was different from 
yours. 
Never 12  
Occasionally  159  
Often 223  
Very Often 342  
   
Became acquainted with students from another country. 
Never 153  
Occasionally  246  
Often 152  
Very Often 185  
   
Had serious discussions with students whose philosophy of life or personal values 
were different from yours. 
Never 139  
Occasionally 235  
Often 186  
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TABLE 2 (Cont.)   
Very Often 176  
   
Had serious discussions with students whose political opinions were different from 
yours. 
Never 199  
Occasionally 237  
Often 148  
Very Often 152  
   
Had serious discussions with students whose religious beliefs were different from 
yours. 
Never 172  
Occasionally 257  
Often 154  
Very Often 153  
 
Had serious discussions with students whose race or ethnic background was different 
from yours. 
Never 119  
Occasionally 201  
Often 195  
Very Often 221  
   
Had serious discussions with students from a different country from yours. 
Never 264  
Occasionally 221  
Often 121  
Very Often 130  
 
Frequency scores for the Student Acquaintances subscale in Table 2 appear to 
have a few distinctions based on the question asked. Fewer students indicated that they 
had never become acquainted with students whose age, race, interests, and family 
background were different from theirs. Additionally, the number of students who 
indicated they had never participated in a particular activity in this subscale increased as 
the level of engagement increased from becoming acquainted to engaging in serious 
discussions with others who were different from themselves. 
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TABLE 3. Frequency Scores Clubs and Organizations Subscale (N = 736) 
 
Attended a meeting of a campus club, organization, or student government group. 
Never 325 
Occasionally 168 
Often 95 
Very Often 148 
  
Worked on a campus committee, student organization, or project (publications, student 
government, special event, etc.). 
Never 492 
Occasionally 94 
Often 55 
Very Often 95 
  
Worked on an off-campus committee, organization, or project (civic group, church 
group, community event, etc.). 
Never 419 
Occasionally 132 
Often 90 
Very Often 95 
  
Met with a faculty member or staff advisor to discuss the activities of a group or 
organization. 
Never 523 
Occasionally 108 
Often 51 
Very Often 54 
  
Managed or provided leadership for a club or organization, on or off the campus. 
Never 500 
Occasionally 88 
Often 62 
Very Often 86 
 
Results in Table 3 show clear distinctions in the range of frequency scores for 
each of the questions asked. It appears that as the type of involvement levels advance 
from passive (such as attending a meeting for a campus organization) to more highly 
engaged activities (such as managing or leading an organization), students more 
frequently reported never having been involved in those experiences. Additionally, many 
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more students reported never having been involved in any of the activities listed in the 
Clubs and Organizations subscale. 
To measure the internal consistency of the subscales, the Cronbach’s alpha was 
computed. Table 4 provides information about the Cronbach’s alpha for each of the 
subscales. 
 
TABLE 4. Cronbach’s alpha for Each of the Subscales (N = 736) 
 
Variable  Cronbach alpha 
Social Integration 0.91 
Student Involvement 0.82 
Personal Development 0.83 
General Education 0.81 
Intellectual Skills 0.84 
Science and Technology 0.84 
Vocational Preparation 0.78 
Total Gains Scale 0.85 
 
Each of the Cronbach’s alpha for the subscales in Table 4 range between .78 and 
.91. According to Gall et al. (2007), reliability coefficients range from .00 (no reliability) 
to 1.00 (perfect reliability). Generally, reliability scores of around .80 or higher are 
considered to be adequate and acceptable. The highest measuring Cronbach’s alpha is .91 
for social integration indicating that this subscale has the highest quality of consistency. 
Although still considered a fairly reliable scale, the scale for vocational preparation has 
the lowest internal consistency (.78) of all the scales. 
Included in Table 5 are the descriptive statistics and range of scores for all 
participants for each of the variables. Table 5 also has information for the variables; the 
CSEQ subscale used for each variable; the means, standard deviations, skewness, and 
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kurtosis; the range of scores for each subscale; and the number of women who scored 
within the noted range of scores. 
Additionally, the means in Table 5 show both the means for the total scores of 
each subscale for all participants as well as the means for each subscale based on a 
Likert-type scale of 1-4 that was used in the survey. For instance, the personal 
development subscale has a total mean of 16.1 with 20 as the highest possible score for 
this subscale. There are five items in this subscale. After dividing the total mean (16.1) by 
the number of items in the subscale (5), the resulting score (M = 3.22) is the mean for the 
Likert-type scale of 1-4. Therefore, students reported the highest gains in personal 
development. The lowest gains were reported for student involvement with a Likert-type 
scale mean of 1.74 on a 4-point scale. 
 
TABLE 5. Descriptive Statistics of the Variables (N = 736) 
 
Variable    Scale M SD Sk Ku 
Range 
of 
Scores 
No. of 
Women 
% of 
Women 
Social 
Integration   
Student 
Acquaintances 
26.9 
(26.9/10 
=2.69) 7.4 0.04 -0.8 10-20 171 23.23 
       21-30 337 45.79 
       31-40 228 30.98 
          
Student 
Involvement   
Clubs and 
Organizations  8.7 4 1.1 0.4 5-10 528 71.74 
   
(8.7/5 
=1.74)    11-15 144 19.57 
       16-20 64 8.69 
          
Self-
Reported 
Gains          
 
Personal 
Development 
Estimate of 
Gains 16.1 3.3 
    
 
-.72 0.04 5-10 55 7.47 
   
(16.1/5 
=3.22)    11-15 252 34.24 
       16-20 429 58.29 
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TABLE 5 
(Cont.)          
 
General 
Education 
Estimate of 
Gains 15.2 4.14 0.1 -0.5 6-12 207 28.13 
   
(15.2/6 
=2.53)    13-18 373 50.68 
       19-24 156 21.19 
          
 
Intellectual 
Skills  
Estimate of 
Gains 21.4 4.4 -0.5 -0.3 7-14 52 7.07 
   
(21.4/7 
=3.05)    15-21 314 42.66 
       22-28 370 50.27 
          
 
Science and 
Technology 
Estimate of 
Gains 9.5 3.4 0.2 -0.8 4-8 315 42.80 
   
(9.5/4 
=2.38)    9-12 276 37.50 
       13-16 145 19.70 
          
 
Vocational 
Preparation 
Estimate of 
Gains 8.4 2.2 -0.1 -0.7 3-6 176 23.91 
   
(8.4/3 
=2.8)    7-9 334 45.38 
              10-12 226 30.71 
Note: M = Means; SD = Standard Deviation; Sk = Skewness; Ku = Kurtosis 
 
Results of the Analysis 
Research Question One. The following outlines the data analysis and results for 
Question One, which asks “What is the relationship between perceived self-reported 
gains and both social integration and student involvement of African American 
undergraduate women?” To address this question, the researcher conducted five multiple 
regression tests to predict each of the five dependent variables (personal development, 
general education, intellectual skills, science and technology, and vocational preparation) 
based on the set of predictors of social integration and student involvement. To control 
for the Type I error rate, the alpha level was set as .01 (.05 alpha level / 5 dependent 
variables = 0.01). 
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Overall, each of the multiple regression analyses that were conducted was 
statistically significant. Table 6 outlines the F values, p values, R2, and adjusted R2 for 
each analysis for each dependent variable. 
The obtained R2 value for each analysis reveals the noted amount (in percentage) 
of the variability in each of the dependent variables can be accounted for by social 
integration and student involvement. For example, the R2 for personal development is 
0.125 which indicates that about 12.5% of the variance in personal development is 
accounted for by the set of predictors. The results show that general education accounted 
for the largest variance by the set of predictors with an R2 of .163 (16.3%, p < .001) and 
science and technology accounted for the smallest amount of variance (R2 = .098 or 9.8%, 
p < .001).  
 
TABLE 6. Multiple Regression Analyses for Dependent Variables (N = 736) 
 
    t value df  
Parameter 
Estimate 
Standardized 
Estimate p value 
Personal Development  F(2, 733) = 52.37, p < .001, R2= .125, adj. R2= .123 
  Social Integration 27.21 1 0.16 0.36 *** 
  Student Involvement  -0.58 1 -0.02 -0.02 p = .56 
 
General Education  F(2, 733) = 71.66, p < .001, R2=.163, adj. R2 =.161 
  Social Integration 10.83 1 0.22 0.39 *** 
  Student Involvement 0.86 1 0.03 0.03 p = .39 
 
Intellectual Skills F(2, 733) = 47.74, p < .001, R2=.115, adj. R2 =.113 
  Social Integration 9.3 1 0.20 0.35 *** 
  Student Involvement -0.57 1 -0.02 -0.02 p = .57 
 
Science and 
Technology F(2, 733) = 40.13, p < .001, R2= 0.098, adj. R2= 0.096 
  Social Integration 8.07 1 0.14 0.30 *** 
  Student Involvement 0.72 1 0.02 0.03 p = .47 
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TABLE 6 (Cont.) 
Vocational Preparation F(2, 733) = 46.81, p < .001, R2= .113, adj. R2=.110 
  Social Integration 8.63 1 0.10 0.32 *** 
  Student Involvement 0.98 1 0.02 0.04 p = .33 
Note: df = Degrees of Freedom; 0.01 alpha level (.05/5=0.01) 
Note: * = p < .05,  ** = p < .01,  *** = p < .001 
 
Each multiple regression analysis indicates that its overall F-test is significant. 
However, when controlling for social integration, student involvement was not a 
significant predictor for any of the dependent variables. Student involvement did not 
make a significant contribution to any of the dependent variables. On the other hand, 
social integration was a statistically significant predictor for all of the dependent variables 
and explained more of the variability than student involvement in each of the dependent 
variables (p < .001).  
Additionally, the regression coefficients listed in Table 6 indicate that for every 
increase in the amount indicated by the predictor variable (social integration or student 
involvement), the unit increase (or decrease) in the dependent variable is predicted, 
holding all other variables constant. When considering personal development, for 
example, for every unit increase of social integration, personal development is predicted 
to increase by .16 points when holding student involvement constant. However, for every 
unit increase of student involvement, personal development is predicted to decrease by    
-.02 points when holding social integration constant. Additionally, the intellectual skills 
score is also predicted to decrease by -.02 for every unit increase of student involvement 
when holding social integration constant. All other unit changes between the set of 
predictors and the dependent variables are positive. 
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Furthermore, the researcher obtained the standardized regression coefficients, also 
referred to as the beta coefficients, for the individual predictors (social integration and 
student involvement) to identify which of the predictors had a stronger relationship with 
the dependent variables. Standardized regression coefficients range from -1.00 to 1.00. 
Results in Table 6 indicate that social integration had a stronger relationship than student 
involvement on all of the dependent variables.     
The researcher also conducted Pearson Product Moment Correlation analyses to 
determine relationships between both social integration and self-reported gains and 
student involvement and self-reported gains. The results indicated that all of the 
interactions between the self-reported gains and both social integration and student 
involvement were positively correlated and statistically significant as outlined in Table 7. 
Although positively correlated and statistically significant, the correlations between 
student involvement and intellectual skills (r = .10, p < .01) and student involvement and 
personal development (r = .11, p < .001) were the weakest correlations. The relationship 
between social integration and general education had the strongest correlation (r = .40, p 
< .001). 
 
TABLE 7. Correlation Coefficients for the Variables (N = 736) 
 
Social Integration Variable  
Correlation 
Coefficient (r)  p value  
  Student Involvement  0.36 *** 
  Personal Development 0.35 *** 
  General Education 0.40 *** 
  Intellectual Skills 0.34 *** 
  Science and Technology 0.31 *** 
  Vocational Preparation 0.33 *** 
     
  80 
 
 TABLE 7 (Cont.)     
Student Involvement  Variable 
Correlation 
Coefficient (r)  p value 
  Social Integration 0.36 *** 
  Personal Development 0.11 ** 
  General Education 0.17 *** 
  Intellectual Skills 0.10 ** 
  Science and Technology 0.14 *** 
    Vocational Preparation 0.15 *** 
Note: *= p < .05,  **= p < .01,  ***= p < .001 
 
Research Question Two. Question Two of the study asks “What is the 
relationship between social integration and classification in college of African American 
undergraduate women?” To address this question, the means for each classification year 
were obtained (shown in Table 8) and a one-way ANOVA was conducted to identify 
levels of social integration based on the student’s college classification of either 
freshman/ first-year, sophomore, junior, or senior. 
 
TABLE 8. Social Integration Means for Each Classification in College (N = 736) 
 
Classification n M SD Sk Ku 
Freshman/ First-Year 566 26.77 7.35 0.08 -0.81 
Sophomore 41 25.29 7.54 0.11 -0.38 
Junior 31 27.29 8.4 -0.10 -0.96 
Senior 98 28.3 7.16 -0.11 -0.59 
 Note: n = sample; M = Mean; SD = Standard Deviation; Sk = Skewness; Ku = Kurtosis 
 
In order to conduct the ANOVA statistical test, the researcher first examined the 
assumptions of the ANOVA, which are the normality, homogeneity of variance, and 
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independence assumptions. To test for the normality assumption, the skewness and 
kurtosis were examined. Additionally, the p value for the Kolmogorov-Smirnov for each 
class year was obtained. Information for the skewness, kurtosis, and p value for the 
Kolmogorov-Smirnov for each classification in college is shown in Table 9. 
 
TABLE 9. Distribution Normality for Social Integration (N = 736) 
 
Classification in College Skewness Kurtosis KS 
Freshman/ First-Year 0.08 -0.81 p < .01 
Sophomore 0.11 -0.38 p > .05 
Junior -0.10 -0.96 p > .05 
Senior -0.11 -0.59 p > .05 
Note: KS = Kolmogorov- Smirnov   
 
The results show that both the skewness and kurtosis for each classification in 
college for the social integration scale is approximately normal. However, the skewness 
for junior and senior classifications is negative which indicates that there are more scores 
above the mean for these two groups. Also, a negative kurtosis for each classification 
reveals that each score is platykurtic with fewer outliers and extreme values than a 
normal distribution. The p value for the Kolmogorov- Smirnov is greater than .05 for 
sophomore, junior, and senior classifications, which indicates that the data is normally 
distributed for each of these groups. However, the p value for the Kolmogorov- Smirnov 
is less than .05 (p < .01) for the freshman/ first-year students, which shows that the data 
are not normally distributed for social integration in this group. It is important to note that 
the sample sizes for the four groups are unequal; unequal samples sizes between groups 
can amplify non-normality (Gall et al., 2007). Still, both the skewness and kurtosis for 
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each of the classifications in college is less than one, which is acceptable for the 
normality assumption. 
The researcher also examined the homogeneity of variance assumption by 
conducting a Levene’s Test. The Levene’s results indicate that there is no statistically 
significant difference in the variances of the four classification groups for social 
integration. The group variances are equal (F(3, 732) = .70, p = .55). 
The last assumption that was examined for the ANOVA was the independence 
assumption. As indicated by the CSEQ Assessment Program (Gonyea et al., 2003), 
students who participated in the survey were asked to independently complete the CSEQ 
instrument based on their own experience during the current school year. 
Total scores measuring social integration using the Student Acquaintances 
subscale range from 10-40. The results of the one-way ANOVA statistical procedure 
revealed that there is no significant difference in the means for social integration based on 
classification in college (F(3, 732) = 1.88, p = .13). Table 10 shows the ANOVA table for 
social integration. Therefore, no follow up tests were performed since none of the 
classifications in college were indicated as statistically significant to predict scores for 
social integration. 
With an alpha level of .05 and a sample size of 736, a power analysis of the data 
revealed that the statistical power of the ANOVA was 0.64, indicating that the null 
hypothesis would be correctly rejected for the relationship between social integration and 
classification in college approximately 64% of the time. The effect size for the ANOVA 
was approximately .09, indicating that the strength of the relationship between social 
integration and classification in college is small. 
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TABLE 10. Social Integration ANOVA Table 
 
Source df SS MS F value P value 
Model 3 308.19 102.73 1.88 p = 0.13 
Error 732 39943.85 54.57   
Total 735 40252.04    
Note: df = Degrees of Freedom; SS = Sums of Squares; MS = Mean Square 
 
Research Question Three. For Question Three, the researcher asked “What is the 
relationship between student involvement and classification in college of African 
American undergraduate women?” To address this question, the means for each 
classification year were obtained (outlined in Table 11) and a one-way ANOVA was 
conducted to understand whether levels of student involvement differed by classification 
in college. Additionally, the effect size was computed and each of the assumptions of the 
ANOVA was evaluated. 
The assumptions of the ANOVA are the normality, homogeneity of variance, and 
independence assumptions. To test for the normality assumption, the skewness and 
kurtosis were examined. Additionally, the p value for the Kolmogorov-Smirnov for each 
class year was obtained. Information for each according to classification in college is 
shown in Table 12. 
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TABLE 11. Student Involvement Means for Each Classification in College (N = 736) 
 
Classification n  M SD Sk Ku 
Freshman/ First-Year 566 8.19 3.62 1.27 0.97 
Sophomore 41 11.05 5.4 0.34 -1.4 
Junior 31 9.35 4.83 1.08 -0.16 
Senior 98 10.51 4.52 0.51 -0.74 
 Note: n = sample; M = Mean; SD = Standard Deviation; Sk = Skewness; Ku = Kurtosis 
 
TABLE 12. Distribution Normality for Student Involvement (N = 736) 
 
Classification in College Skewness Kurtosis KS 
Freshman/ First-Year 1.27 0.97 p <. 01 
Sophomore 0.34 -1.4 p < .01 
Junior 1.08 -0.16 p < .01 
Senior 0.51 -0.74 p < .01 
Note: KS = Kolmogorov-Smirnov 
 
Although results of Table 12 show that the skewness for sophomores and seniors 
is approximately normal, it also shows that the skewness for freshman/ first-year and 
junior scores are positively skewed indicating that more students scored below the means 
in the classifications for the first and third year of college. In addition to being positive 
and slightly skewed, the freshman/ first-year classification score has more outliers than 
any of the other classifications. Moreover, the kurtosis for each classification was 
approximately normal, but was negative for sophomore, junior, and senior classifications. 
Similar to social integration, the negative kurtosis scores are platykurtic suggesting that 
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there are less outlying values than a normal distribution for these groups. Also, the p 
value for the Kolmogorov- Smirnov is less than .05 (p < .01) for all of the classifications 
in college, which shows that the data are not normally distributed for student involvement 
for any of the groups. It is important to note that the sample sizes for the four groups are 
unequal; unequal sample sizes between groups can amplify non-normality (Gall et al., 
2007). Still, both the skewness and kurtosis for each of the classifications in college is 
less than or close to one, which is acceptable for the normality assumption. 
The Satterthwaite was used to make a determination to reject the null hypothesis 
despite the violation of the equal variances assumption. The results indicate that there is a 
violation of the homogeneity of variances between freshman/ first-year and sophomore 
classifications (p < .01), and freshman/ first-year and senior classifications (p < .001). 
These unequal variances could possibly be explained by an extenuous variable that has 
not been identified in the study. The Satterthwaite values between freshman/ first-year 
and junior (p = 0.196), sophomore and junior (p = 0.166), sophomore and senior (p = 
.576), and junior and senior (p = .244) classifications were not statistically significant. 
The researcher also examined the homogeneity of variance assumption by 
conducting a Levene’s Test. The Levene’s results indicate that there is a statistically 
significant difference in the variances of the four classification groups for student 
involvement; the group variances are unequal (F(3, 732) = 14.82, p = <.001. Although 
the assumption for equal variances was violated, the null hypothesis was still rejected 
since the overall p value is small (p < .001) and the F value is large (F = 15.28). Table 11 
outlines the means and standard deviations of each of the classification groups showing a 
large sample size (n = 566) and a small variance (SD = 3.62) for freshman/ first-year, but 
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small sample sizes and large variances for sophomore (n = 41, SD = 5.4), junior (n = 31, 
SD = 4.83), and senior (n = 98, SD = 4.52) groups. Under these conditions, the F value is 
considered liberal. 
The last assumption that was examined for the ANOVA was the assumption of 
independence. As indicated by the CSEQ Assessment Program (Gonyea et al., 2003), 
students who participated in the survey were asked to independently complete the CSEQ 
instrument based on their own experience during the current school year. 
Total scores measuring student involvement using the Clubs and Organizations 
subscale range from 5-20. The analysis indicated statistical significance (F(3, 732) = 
15.28, p < .001) in that the students’ year in college could be used as a predictor for their 
level of involvement. Table 13 shows the ANOVA table for student involvement. Since 
statistical significance was found, the researcher computed a post hoc Tukey HSD test to 
obtain pairwise mean comparisons in order to identify which levels of classification in 
college were significant.  
 
TABLE 13. Student Involvement ANOVA Table (N = 736) 
 
Source df SS MS F value p value 
Model 3 706.28 235.43 15.28 p < . 001 
Error 732 11277.50 15.41   
Total 735 11983.78    
 
 Post hoc comparisons using the Tukey HSD test indicated that the mean score for 
the level of involvement for sophomores (M = 11.04, SD = 5.40) was significantly 
different than involvement levels of freshmen/ first-year students (M =8.19, SD = 3.62). 
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Additionally, the results showed that the level of involvement for seniors (M = 10.5, SD = 
4.52) was significantly different than involvement for freshmen/ first-year students (M = 
8.19, SD = 3.62). Although students in the junior classification (M = 9.35, SD = 4.83) 
also indicated more involvement than freshman/ first-year students, the junior level of 
involvement was not significantly different from the freshman/ first-year (M =8.19, SD = 
3.62) level of involvement.  
 With an alpha level of .05 and a sample size of 736, a power analysis of the data 
revealed that the statistical power of the ANOVA was 0.86, indicating that the null 
hypothesis would be rejected correctly for the relationship between student involvement 
and classification in college about 86% of the time. The effect size for the ANOVA was 
approximately .25, indicating that the strength of the relationship between student 
involvement and classification in college is medium.  
Research Question Four. Question Four seeks to answer, “What is the 
relationship between social integration and student involvement for African American 
undergraduate women?” The researcher conducted a Pearson Product Moment 
Correlation in order to address this question. 
Results indicate that there is a statistically significant positive correlation between 
social integration and student involvement (r  = .36, p < .001) as shown in Figure 1.  
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FIGURE 1. Correlation Graph for Social Integration and Student Involvement 
 
Summary of the Results 
In sum, the data examined were of a sample of 736 African American 
undergraduate women. The majority of the women in the sample were freshmen/ first-
year students (n = 566).  
Overall, social integration had a stronger relationship than student involvement 
for each of the self-reported gains factors (personal development, general education, 
intellectual skills, science and technology, and vocational preparation) for the women in 
this sample. Nearly 46% of the women scored between 21-30 out of 40 for social 
integration (M = 26.9). Though student involvement was a positively correlated and 
statistically significant measure for each of the dependent variables, approximately 72% 
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of the women scored between 5-10 out of 20 for student involvement (M = 8.7). Each of 
the gains factors showed promising scores indicating that these students are experiencing 
some level of positive development, particularly within personal development (M = 16.1) 
with approximately 58% of the women rating between 16-20 out of 20 and intellectual 
skills (M = 21.4) with about 50% of the women rating between 22-28 out of 28.   
 Student involvement had a minor negative influence on personal development 
(parameter estimate = -.02) and intellectual skills (parameter estimate = -.02), but 
approximately 44% of the women indicated that they were enrolled 12-14 credit hours 
and almost another 41% noted that they were enrolled in 15-16 credit hours which could 
have influenced their level of involvement. General education was shown to account for 
the largest variance by the set of predictors (R2 = .163, p < .001) with social integration 
having a stronger relationship (parameter estimate = .22) than student involvement 
(parameter estimate = .03). Science and technology had the smallest variance (R2 = .098, 
p < .001). 
 Not only was each of the correlations positive between both the self-reported 
gains and social integration and self-reported gains and student involvement, but positive 
correlations were found in relationships between both predictors and between all of the 
gains. The largest correlation between the predictors and all of the dependent variables 
combined was for intellectual skills and personal development (r = .75, p < .001). Since 
social integration and student involvement were also positively correlated, this indicates 
that each of these variables possibly enhance each other although social integration has 
been shown to have a larger overall influence.  
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 Although the level of social integration may not be largely influenced by 
classification in college, student involvement seems to be. Sophomore, junior, and senior 
students were shown to be more involved than freshman/ first-year students but only the 
level of involvement for sophomores and seniors showed a statistically significant 
difference from freshman/ first-year students.  
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CHAPTER FIVE 
Discussion and Conclusion 
 
 In this chapter, the researcher provides implications of the findings and the 
conclusion of the study. A summary, recommendations for practice, and implications for 
future research are outlined here. 
 The purpose of this study was to understand the influence of social integration 
and student involvement on the level of self-reported gains of African American 
undergraduate women enrolled at large, public PWIs in the United States. Utilizing data 
from the CSEQ Assessment Program that was collected from a national sample of 26 
institutions between 2005-2010, information from 736 participants was included in the 
study.  
Although the data was collected from a national sample over a five-year period, 
the number of African American women who participated in the survey is small. There 
could be a plethora of reasons for this occurrence, but one rationale to consider for the 
relatively small number of students could be due to a lack of critical mass. African 
American women have been shown to be members of a minority group at PWIs, so there 
may not have many women who identified as African American and were enrolled at the 
participating institutions during the time of the data collection periods. 
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 Additionally, the majority of the women in the sample were freshmen/ first-year 
students (n = 566). Information from the CSEQ Assessment Program indicated that most 
institutions that participate in the CSEQ data collection do not survey their entire student 
populations, but they typically survey from smaller samples of students. This could 
possibly help to explain the larger sample size of freshmen. It could be that many 
institutions may opt to collect information from freshmen/ first-year students since 
research has shown that the first year of college is one of the most critical periods to 
determine a student’s likelihood of persistence (Kuh et al., 2008)  
 Among the African American undergraduate women who participated in this 
study: 
• 76.5% of the women were age nineteen or younger;  
• 97.3% were unmarried;  
• 91.2% were non-transfer students; 
• 43.8% were at least full time (12-14 credit hours); 
• 40.6% were enrolled in 15-16 credit hours. 
It appears that the majority of the participants in the sample are traditional students with 
regard to age, demographics, and academic course loads. 
 The frequency scores rating 1 = Never, 2 = Occasionally, 3 = Often, and 4 = Very 
Often for each of the questions in both the Student Acquaintances and Clubs and 
Organizations subscales were obtained. There were a few distinctions in frequency scores 
for questions in the Student Acquaintances subscale. Fewer students reported that they 
had never been acquainted with someone whose age, race, interests or family background 
were different from theirs. Also, the number of students who reported that they had never 
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participated in a particular activity in this subscale increased as the level of engagement 
increased from becoming acquainted to engaging in serious discussions. This could 
suggest that students were more likely to meet others who they perceived were different 
from themselves, but may have been less likely to interact with those same students at a 
higher level. On average, participants in this study perceived that they had occasionally 
had encounters with students who were different from themselves. 
More students reported that they had never participated in the activities listed in 
the Clubs and Organizations subscale. As previously noted, students more frequently 
reported never having been involved in activities as the type of involvement levels 
advanced from passive (such as attending a meeting for a campus organization) to more 
highly engaged activities (such as managing or leading an organization). This level of 
involvement could be because the majority of the students in the sample were freshmen/ 
first-year students. Freshmen students may be more likely to attend a meeting of a 
campus organization to, perhaps, learn about it rather than to provide leadership for a 
student organization in their first year. 
 Four research questions were investigated in this study. Presented here is each 
question along with implications from the findings.  
Research Question One asked, “What is the relationship between perceived self-
reported gains and both social integration and student involvement of African American 
undergraduate women?” Conducting five multiple regression tests utilizing a Type I 
error rate of .01 (.05/ 5 multiple regressions = .01), the findings suggest that general 
education (R2 = .163) and personal development (R2 = .125) were accounted for the most 
variance by the set of predictors. This means that social integration and student 
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involvement had a greater relationship to general education and personal development 
than the other three dependent variables.  
Ratings for each of the self-reported gains were 1 = Very Little, 2 = Some, 3 = 
Quite a Bit, and 4 = Very Much. The following are ratings of how most of the women 
scored themselves on each of the dependent variables: 
• Personal Development: (M = 3.22) 
In thinking about their total college experience up until the point of completing the 
survey, 58.29% of the participants perceived that they had gained or progressed 
“Quite a Bit” in their personal development at their college or university. 
• General Education: (M = 2.53) 
In thinking about their total college experience up until the point of completing the 
survey, 50.68% of the participants perceived that they had gained or progressed 
“Some” regarding general education at their college or university. 
• Intellectual Skills: (M = 3.05) 
In thinking about their total college experience up until the point of completing the 
survey, 50.27% of the participants perceived that they had gained or progressed 
“Quite a Bit” in their intellectual skills at their college or university. 
• Science and Technology: (M = 2.38) 
In thinking about their total college experience up until the point of completing the 
survey, 42.80% of the participants perceived that they had gained or progressed 
“Some” relative to gains in science and technology at their college or university. 
• Vocational Preparation: (M = 2.80) 
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In thinking about their total college experience up until the point of completing the 
survey, 45.30% of the participants perceived that they had gained or progressed 
“Some” regarding gains in vocational preparation at their college or university. 
Overall, social integration had a greater relationship than student involvement for 
each of the dependent variables. Contrary to much of the literature on student 
involvement which postulates that involvement is an essential component for overall 
development and successful matriculation (Kuh et al., 2006), findings suggest that 
student involvement would decrease by -.02 for both personal development and 
intellectual skills when holding social integration constant.  
There could, perhaps, be other criteria to understanding why the level of student 
involvement had either a negative or non-significant positive relationship with the self-
reported gains. For instance, African American female students’ perception of factors 
such as institutional support and campus climate could be underlying components that 
affected students’ level of involvement. Tinto (1993) suggested that negative perceptions 
of campus racial climate highly influence the experience of minority students. Therefore, 
students may have been less likely to involve themselves in college activities based on 
less than positive campus interactions. As a result, students may have perceived 
themselves as less developed in areas measured by student involvement, which 
influenced the negative or non-significant positive relationship with self-reported gains. 
Furthermore, of the 736 women in the sample, 566 were freshman/ first-year 
students. With questions in the student involvement subscale that asked about working on 
an on or off campus committee or student organization; meeting with a faculty or staff 
advisor of a group or organization; and managing and providing leadership for a club or 
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organization, perhaps first-year students are not typically interested in or prepared to take 
on such levels of responsibility. 
Findings indicated that the African American undergraduate women in this sample 
considered themselves to be integrated at PWIs. The subscale for social integration asked 
about becoming acquainted with others who were different from oneself in various ways 
such as interests, personal values, and socioeconomic, racial and ethnic backgrounds. 
Results on this subscale (M = 2.69) may not be unusual considering that African 
American women who are often members of a minority group in a dominant environment 
such as a PWI may find it inevitable to interact with others who are different from 
themselves. 
Pearson Product Moment Correlations were also calculated to evaluate the relative 
strength of relationships between social integration and self-reported gains and student 
involvement and self-reported gains. Each of the correlations for social integration and 
student involvement with each of the dependent variables were positive and statistically 
significant. This might be attributable to the large sample size. The relationship between 
social integration and general education had the strongest correlation (r = .40, p < .0001). 
Findings indicate that the students who made acquaintances with others who were 
different from themselves also reported having greater understanding in general 
education topics such as the arts, literature, history, and other cultures, philosophies, and 
geographical areas around the world. This may suggest that although African American 
undergraduate women in the sample were a minority group on campus, their experience 
might have been enhanced by exposure to a different environment and others who were 
different from themselves. 
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Student involvement had the smallest correlation to intellectual skills (r = .10; p < 
.01) and personal development (r = .11, p < .01). In addition, correlational analyses were 
also conducted between all of the dependent variables and results showed that the 
relationship between intellectual skills and personal development was the strongest (r = 
.75, p < .0001). For the women in the sample, this may suggest that as perception of 
growth in personal development occurred (ability to understand herself and her abilities, 
interests, and personality; get along with different kinds of people and function as a team 
member; develop her own values and ethical standards; and learn to adapt to change), 
students might have also enhanced their self-perception of intellectual skills (learning to 
communicate more effectively in verbal and written forms; synthesizing ideas; thinking 
analytically and logically; and taking more initiative to learn more on their own). 
However, personal development (M = 3.22) and intellectual skills (M = 3.05) had the 
highest mean scores (on the Likert-type scale of 1-4) of each of the five self-reported 
gains which supports current literature suggesting that student involvement has been 
linked to greater success in college by a number of researchers (Foubert & Grainger, 
2006; Strayhorn, 2008a).  
Research Question Two evaluated the question of  “What is the relationship between 
social integration and classification in college of African American undergraduate 
women?” Findings of this study indicated that there were no significant differences in the 
level of social integration based on students’ classification in college. Therefore, 
students’ level of acquaintance, communication, and interaction with other students who 
were different from themselves hardly differed by a student’s year in college. 
Interestingly, nearly half of the women in the sample (337) scored between 21-30 out of 
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40 points on the social integration scale.  Since the sample is comprised of African 
American women at large PWIs where they are typically in a minority group, it may be 
an inherent part of their collegiate experience to engage in activities and communication 
with others whom they perceive are different from themselves. 
Results for Research Question Three addressed the question of “What is the 
relationship between student involvement and classification in college of African 
American undergraduate women?” After conducting the ANOVA for this research 
question, a medium effect size (.25) was found, indicating a medium strength in the 
relationship between student involvement and classification in college. As such, findings 
indicate that a student’s classification in college could be used as a predictor for their 
level of involvement.   
Overall, the majority of students scored on the lower end of the student involvement 
scale. Although sophomore (M = 11.05), junior (M = 9.35), and senior (M = 10.51) 
students were found to be more involved than freshman/ first-year students (M = 8.19), 
nearly 72% of the women in the sample (528) scored between 5-10 out of 20 points for 
this scale (M = 8.71). As previously mentioned, researchers have indicated that African 
American students often have difficulty adjusting in a college environment, specifically 
where they are a part of a minority group (Guiffrida & Douthit, 2010). Perhaps this could 
help to explain the involvement scores for the women in this sample. 
 Another apparent trend shown is the fluctuating difference in level of involvement 
by classification year.  Findings suggest that students in this sample are less involved 
during their freshman year, which could be indicative of the major adjustment period that 
happens during the first year in college. During the sophomore year, the involvement 
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level of the students increased. This could suggest that many African American women 
begin to seek out more opportunities to get involved, make friends, and find a 
comfortable place where they can find a sense of belonging after their freshmen year.  
Results for the junior year show that the level of involvement waned after the 
sophomore year. This could possibly suggest that these students began to discover their 
areas of interest by figuring out their priorities and activities that are most important to 
them. For seniors, the slightly higher involvement score might indicate a number of 
things including students’ commitment to preparing for life after graduation. It could be 
that students in their senior year attempt to capitalize on out-of-classroom experiences to 
help build their resumes for future careers. 
For Research Question Four, the question asked “What is the relationship between 
social integration and student involvement for African American undergraduate 
women?” A Pearson Product Moment Correlation was conducted to examine the 
relationship between social integration and student involvement. The two variables are 
positively correlated and statistically significant (r = .36, p < .0001). As the African 
American undergraduate women increased in social integration, student involvement was 
also likely to increase for those in the sample. Therefore, being involved in campus 
groups or organizations and interacting with faculty or staff advisors was a positive 
indicator for becoming more acquainted with others different from oneself. Such 
interactions could enhance the campus climates where minority students often feel 
isolated and marginalized (Guiffrida, 2003).   
  100 
 
The significant correlation between social integration and student involvement 
indicates that this interaction may inform the work of higher education practitioners who 
are interested in the development of this student group.    
Recommendations for Practice 
 As a result of this study, a number of recommendations are offered to student 
affairs professionals and higher education administrators to enhance the collegiate 
experience of African American undergraduate women at PWIs. 
The majority of the women in this study were full time, first-year students. Results 
indicated that these students were less involved than their sophomore, junior, and senior 
counterparts, but perceived themselves to be integrated on their campuses. For this 
reason, it is recommended that higher education professionals work to identify and 
provide resources specifically for African American female first-year students to help 
them to better connect and adjust to their environment. Resources such as educational and 
self- development workshops, access to support services, and participation in recognition 
programs could assist these students in more supportive ways. Having a peer or 
professional mentor or support group for African American undergraduate women could 
afford them the opportunity to receive guidance from more experienced individuals 
during this critical transition and adjustment period. 
Social integration did not show any significant differences relative to classification in 
college, but student involvement did show significance in that it could be used as a 
predictor of how involved a student would be based on his or her year in college. African 
American women were not only shown to be less involved in their first year compared to 
the other years, students reported lower levels of involvement for the subsequent years in 
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college. There could be countless reasons why these students chose not to participate at a 
greater level at their PWIs. However, as the literature has indicated, African American 
students are not as likely to join mainstream student organizations, but are more likely to 
join ethnically related student organizations or seek out relationships with minority 
faculty or staff (Guiffrida, 2003). Consequently, it is recommended that faculty, staff, and 
organizations at PWIs become systematically trained to emphasize the message of 
involvement in the campus community to this group of students from year one until they 
graduate. Training opportunities could consist of workshops on African American student 
retention such as understanding perceived barriers to successful matriculation and 
providing resources on how to minimize those obstacles. Other trainings that might help 
are those that focus on mentorship and building relationships with minority students who 
often feel isolated at large PWIs. 
Furthermore, although both predictors had some relationship to the dependent 
variables in a number of ways, results of the study show that social integration had a 
greater relationship than student involvement on each of the self-reported gains. 
Therefore, higher education practitioners can capitalize on this phenomenon by providing 
opportunities for African American undergraduate women to become more highly 
engaged with others who are different from themselves. This can be done in a variety of 
ways such as emphasizing the importance of diversity at higher education institutions; 
establishing and promoting multicultural communities on college campuses; creating 
opportunities for dialogue, collaborations, and partnerships with students and student 
organizations from diverse backgrounds; and creating an inclusive environment so that 
minority students can feel more connected and a sense of belonging. 
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Implications for Future Research 
 Student affairs professionals are tasked with the responsibility of ensuring that the 
out-of-classroom experience of college students is synchronized with inside-of-the-
classroom. This holistic approach to learning includes understanding the ways in which 
specific success inhibitors and promoters influence a student’s academic experience. For 
African American undergraduate women who are members of two traditionally 
subjugated groups—female and African American—student affairs professionals must 
recognize that this unique combination of identity factors could present a number of 
challenges for these students including the notion that identity development occurs in 
light of sexism and racism (Thomas et al., 2011).  Therefore, student affairs professionals 
must be cognizant of these students’ perceived barriers and work with other higher 
education administrators to eliminate obstacles from both an individual (i.e. economic, 
social) and institutional (i.e. support and resources, campus racial climate) perspective. 
Findings indicated that level of student involvement had a minor, negative 
relationship to both personal development and intellectual skills. Although this is 
contrary to much of the ongoing literature on student involvement, the women in this 
study provided information that resulted in these findings. Therefore, it is incumbent 
upon higher education professionals to first understand what specific factors (whether 
social isolation, no sense of belonging, or any other factors) could have contributed to the 
results for these two self-reported gains. Since intellectual skills and personal 
development were strongly correlated, figuring out how to increase one could possibly 
help to increase the other in some way. As previously mentioned, research has shown that 
African American students have often experienced difficulty in adjusting at PWIs 
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(Guiffrida & Douthit, 2010). Thus, more research should be conducted to identify which 
factors directly influence levels of personal development and intellectual skills that are 
critical to the learning experience in college. 
Additionally, Kuh et al. (2006) indicated that there is currently no definitive 
definition of student success. As such, using self-reported gains, social integration, and 
student involvement as they are defined in this study and as measures of success is a 
unique factor that has yet to be offered in the literature because the definitions are 
different from other research. Thus, it may be useful to consider that self-reported gains 
might be a more useful measure than grades for understanding how students perceive and 
report what they learn. Self-reported gains could possibly be a richer source of 
information to assess and gain more insight into students’ perception of learning. 
This study examined self-reported gains of African American undergraduate women 
based on their own perceptions of development in several areas that have been shown to 
contribute to overall success in college. Students in this study reported levels of 
involvement not much different than some student populations studied in the literature. 
For example, Kuh et al. (2006) reviewed data from both the 2004 Community College 
Survey of Student Engagement (CCSSE) and the 2005 National Survey of Student 
Engagement (NSSE) and found that, “although involvement in cocurricular activities is 
positively associated with persistence and other desirable outcomes, more than two-fifths 
of students (43 percent first-year students, 48 percent seniors) at 4-year colleges and 84 
percent of students at 2-year colleges spend no time on these activities ” (p. 44). Thus, 
further research is necessary to understand what motivates students to get more involved 
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in co-curricular activities that may contribute to their development and overall 
persistence.          
The sample sizes over a five-year period from the national CSEQ sample for 
sophomore (n = 41), junior (n = 31), and senior (n = 98) students were small, so the 
interpretation of the findings for these groups are considered with caution relative to their 
generalizability. Still, it is extremely important to understand the barriers to collecting 
data from more African American undergraduate women. This could have been due to a 
number of reasons including a lack of critical mass of African American women enrolled 
at the participating PWIs or African American women’s lack of interest to complete the 
survey. This might also indicate more of a need to increase access and opportunities for 
African American women to provide insight on their experiences at PWIs. Without 
sufficient information, the needs of these students could be overlooked.  
Although sample sizes for sophomores, juniors, and seniors were small, student 
involvement seemed to fluctuate from the first year to the fourth year. Understanding 
trends over time from the first year to senior year at individual institutions is also 
recommended for further research. Individual institutions that examine trends over time 
should monitor trends from year to year with the same students as to measure 
development more precisely.  
Third, trends by institution type (masters, liberal arts, doctoral granting, etc.) could 
also help to inform further educational developments for African American 
undergraduate women. This study examined the experiences of women at large, public 
PWIs, but assessing the differences at other institution-types could also help to broaden 
the knowledge base on college experiences of African American undergraduate women.  
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Since the majority of the sample of this study was largely first-year students, they 
might not have been able to draw from a vast amount of knowledge to articulate their 
college experience. Analyzing integration and involvement for only sophomores, juniors, 
and seniors who may have adjusted at their institution at greater levels than first-year 
students is another suggested path for further research. Therefore, it may help to conduct 
a similar study, excluding samples from freshmen/ first-year students, to better 
understand the experience of upper-class African American undergraduate women. 
Lastly, a mixed method study with a qualitative portion to obtain information on 
student perceptions of race and gender relations at PWIs is recommended. This 
quantitative study captured responses from survey results, but was limited in its scope 
relative to understanding student perceptions, feelings, and insight about their lived 
experience. Qualitative research would add a more in-depth perspective to the literature 
on African American undergraduate women. 
Conclusion 
 This quantitative study examined the levels of influence of both social integration 
and student involvement on the self-reported gains of African American undergraduate 
women at large, public PWIs in the United States. The theoretical framework for this 
study was student success, which has been defined in a variety of ways with no definitive 
definition. However, research has described student success as a combination of factors 
that occur inside and outside of the classroom which impact the overall learning 
experience in college. This study honed in on two factors, social integration and student 
involvement, which have been supported in the literature as essential components of 
success in higher education endeavors.  
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 Results of this study were based on the responses of 736 participants. Of the 736 
participants, 563 were 19 or younger and 566 were freshman/ first-year students, which 
represented the majority of the sample. Results indicated that all of the self-reported gains 
were positively influenced by level of social integration. However, two of the self-
reported gains (personal development and intellectual skills) were negatively influenced 
by student involvement. Additionally, there was no significant difference in level of 
social integration based on classification in college, but results suggested that student 
involvement could be used as a predictor for levels of involvement based on 
classification in college. Findings also indicated that social integration and student 
involvement were positively correlated. 
 The conclusion of this research study is that results both support and contradict 
current literature related to social integration and student involvement. Recommendations 
for further research include identifying specific factors that negatively impact self-
reported gains, monitoring trends by year and by institution-type, examining only 
upperclassmen, and conducting a qualitative study on social integration and student 
involvement to gain more insight on the lived experience of African American 
undergraduate women. 
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